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ABSTRACT 
Critical philosophers hold that the underlying cause of 
our current educational dilemma is a societal condition 
called modernity, the unique result of the technological 
orientation that has characterized society for the last two 
decades. Maintaining that individual human interests cannot 
be served by an instrumentally-oriented educational system, 
Habermas declares that the key to effecting change is 
dynamic, democratic communication in the classroom, oriented 
in the emancipatory interests of the unique individuals 
therein. 
The purpose of this study was to reveal an 
interdisciplinary link between the tenets of critical 
educational philosophy and communication theory, and, by 
implementing the dictates of extant communication theory in 
an experimental setting, to compare the emancipatory effect 
of enhanced communication on all of the participants in the 
learning process. 
Two undergraduate sections of teaching strategies 
designed and executed a micro-teach lesson. Each group of 
20 subjects was assigned to one of two communication 
competence conditions. The experimental group designed and 
executed the micro-teach, incorporating appropriate tenets 
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of communication theory. The control group completed the 
design and execution, but remained oblivious to the 
rationale of communication tenets. 
Subjects in both the roles of speaker and audience, 
completed a series of affective post-tests to record 
perceptions of realized communicative competence. These 
quantitative and qualitative measurements were in the form 
of content analyses of the communication design, speaker and 
listener self-report Likert-type scales, thought-listing 
analyses, and content analyses of open-ended interview 
responses. Subjects completed the final, delayed measure to 
assess the degree to which subjects in each group were 
oriented toward the emancipatory interests of their 
students. 
The lack of differentiation by treatments on the 
quantitative indications appeared to be the result of either 
the novelty of the first, graded-presentation in front of 
instructor and peers, or the presence of higher critical 
standards in the enhanced experimental condition. 
The results of the qualitative data analyses indicated 
that the experimental subjects registered valuation of 
target-student emancipatory interest in their orientation to 
general attitudes toward curriculum implementation and 
actual implementation decisions. Subjects in the control 
group were conversely instrumentally-oriented toward these 
general and specific constructs. 
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Never before has the image of ineptitude in our 
educational system been so thoroughly documented. Major 
foundation studies of recent date, including: A Nation at 
Risk (1983); A Place Called School (Goodlad, 1970); The 
Carnegie Report (Boyer, 1984); The Closing of the American 
Mind (Bloom, 1987); and The ASCD Yearbook (1983) cry for an 
immediate overhaul of American education. In each, the 
argument was based on a myriad of research data gathered 
from what has been perceived as a national system of common 
components. 
The meta-catalysts of textbook focus, teacher and 
student standardized performance, teacher and student 
demographics, test score variances over time, and the like, 
are the measures by which government, press, and public have 
evaluated the efficacy of American education. This "meta" 
focus of reform research is the logical choice of a modern 
social system. However, it may also be the manifestation of 
a misguided past caught up in a dangerously simplistic 
pattern. 
In a recent editorial in The Chronicle of Higher 
Education, Howard Gardner identified "two rhetorics of 
school reform" (May 6, 1992). 
The opinion leaders in business, politics, and the 
general public--whatever they identify as the cause of 
educational problems--clearly desire a quick fix. And 
so they look to solutions like merit pay, voucher 
systems, and enunciation of higher standards, a 
voluntary or required examination for all students. 
These leaders do not know if such solutions can be put 
into effect, but, examined from a distance, they sound 
as if they might do the trick. 
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On the other hand, Gardner holds that "among educators, 
a surprising degree of consensus exists about the nature of 
school's problems and the kinds of solutions that are likely 
(and unlikely) to work.II These solutions, says Gardner, are 
grounded in "complex theories" (May 6, 1992, pp. B1-2). 
The dialectic tension between these two perspectives 
can be traced in our recent history to America's 
sociological reorientation during the last part of the 
twentieth century. 
The launch of Sputnik enhanced valuation of the 
scientific and the technical. The race for parity which 
followed the Russian challenge was immediately reflected in 
a reprioritization of the American educational system. This 
reemphasis required educators to employ, not only a more 
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intense focus on science and math, but a scientifically 
oriented and mathematically justifiable method of systematic 
curriculum planning (Bloom, 1981). Waylaying what had been 
an emerging emphasis on the individual, the driving force of 
the scientific movement was "measurability." 
If the crisis we now face can actually be met by 
raising measurable standards or restructuring school 
management (Gardner, 1992), then more correlates of meta-
factors may indeed yield a relatively quick formula for 
effective change. If, however, Gardner's assertions are 
correct, the current crisis may be of national proportion, 
and yet, effective resolution could depend on careful, 
detailed changes in the lowest, local levels of the 
organizational pyramid. To be effective, this latter 
scenario would require adoption of a new orientation, 
painstakingly implemented within the microstructure of the 
society itself. 
This research is conceptualized from the latter 
perspective. Educational research must overcome a national 
propensity for the quick fix of general mandates with their 
seductive promises of immediate results, and instead begin 
the arduous task of examining the intricate dynamics of the 
least common denominator in the quotient: the education of 
the individual American citizen. 
Educating the Individual 
If the primary concern of the current educational 
crisis can be considered "product quality," it follows that 
its resolution should focus on the interaction between 
process and product; on the day-in and day-out education of 
the individual. The closer any study comes to the actual 
factors that enhance the educational process of the 
individual the more valuable that solution will be. 
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Research that is concerned with affecting the product of the 
system must begin with examination of how the product is 
affected by the process. How does an individual learn in a 
formal educative environ? 
Through the years, curriculum experts and educational 
psychologists have defined this process/product merger. 
For example, Tyler (1949) states, "[Learning] is not the 
same as the content with which a course deals nor the 
activities performed by the teacher. The term ••• refers to 
the interaction between the learner and the external 
conditions in the environment to which he can react." 
William Schubert {1986) has defined learning as, "an 
interaction with the learner's mind between a dynamic 
repertoire of experience and new environments with which he 
or she interacts." 
In 1961, Jerome Bruner observed that, "· .. learning 
has precisely the effect upon the learner of leading him to 
be a constructionist, to organize what he is encountering in 
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a manner not only designed to discover regularities and 
relatedness, but also to avoid the kind of information drift 
that fails to keep account of the uses to which information 
might have to be put." 
These definitions, conspicuously devoid of logistical, 
extrinsic, or demographic factors, invalidate the efficacy 
of the quick fix. Within this interactive 
conceptualization, "real learning" is the product. The 
teacher, certainly a factor in the most basic educational 
quotient, exists within this framework as an 
input/interaction variable, an organizer, a catalyst of the 
process itself. Ultimately, variables other than those 
which are primary factors in the actual learning experience 
are extraneous to this level of discussion. 
While out of school curriculum is important, when 
"learning" is defined as those moments of an individual's 
actual interaction with and assimilation of knowledge, the 
locus of organized learning must be defined within the 
classroom. Any proposed examination of and subsequent 
solution to the educational crisis must first concern itself 
with that classroom, with the learning moments that go on 
within its walls. 
Researcher's Reaction to Problem 
The means by which this level of study could take place 
is provided within the theoretical constructs of two related 
disciplines. The critical praxis of educational philosophy 
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provides a solid philosophical orientation for research of 
the learning moment. Careful study of certain aspects of 
the praxis reveals the pinultimate importance of effective 
interpersonal communication within that moment. The current 
status of communication theory as articulated in the Petty 
and Cacioppo Elaboration Likelihood Model (ELM) (1986), 
provides a detailed, proven means by which effective 
classroom communication, and hence, the learning moment, can 
be enhanced. 
The investigator's review of education and 
communication literature revealed no specific research 
concerning enhancement of the learning moment via the 
dictates of this communication theory. While review of the 
literature in both areas suggested a solid interdisciplinary 
link, careful groundwork must be laid to establish the 
premise of the connection. To that end, this study 
concentrated on: 
1. establishing the theoretical premise for 
connection; 
2. defining the orientation and dictates of critical 
theory as they relate to education and the-learning moment; 
3. outlining the current status of interpersonal 
communication research as manifested in the ELM (1986); 
4. providing a means by which the tenets of the ELM 
could be effectively and efficiently incorporated into 
classroom curricular decision-making; and 
5. by implementing the dictates of extant 
communication theory in an experimental setting, determine 
the emancipatory effect of enhanced communication on all of 
the participants in the learning process. 
Purpose of Study 
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It was the purpose of this study to create the 
interdisciplinary link between the applicable tenets of 
critical philosophy and communication theory. This research 
also attempted to test the efficacy of a fundamental premise 
of critical theory: if communicative competence is the 
precursor to emancipation, then enhancing communicative 
competence will evoke emancipatory response. Finally, this 
study attempted to delineate the effect of the incorporated 
ELM stipulations by analyzing communicator and listener 
self-reports of learning, perceptions of speaker 
credibility, and anticipated and realized success. 
The Need For The Study 
The juxtaposition of the current societal mandate for 
drastic change and the efficacy of tools only now available 
within a related discipline, affords American education at 
the end of the twentieth century an avenue for effective 
change. Before education research can discover the exigency 
of those tools for enhancing the learning moment, social 
scientists must first examine the orientation of their 
current perspective. Only when held predilections toward 
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such study are identified within their societal contexts can 
the work become free to make valuable observations from a 
more actualized orientation. 
Orientation 
The rationale for this research is based upon a series 
of premises. 
1. Critical praxis provides the framework for a 
credible analysis of dynamics unique to modern education. 
2. Critical praxis of educational philosophy, with 
contemporary origin in the work of Jurgen Habermas, focuses 
upon the quality of classroom interactions as the locus of 
needed reform. 
3. Enhancement of communicative competence •within 
classroom learning moments can be affected by enhancing the 
likelihood that students will elaborate upon directed 
interpersonal communications (Petty & Cacioppo, 1986). 
4. The current status of communication theory allows 
the efficacy of these premises to be both implemented and 
tested at this point in time. Consideration of each of 
these premises in turn will serve to clarify the need for 
this research. 
The Critical Paradigm 
Habermas's Meta-Perspective. The catalytic 
articulation of the current dilemma is provided by 
philosophy. The appropriate paradigm is relatively new. 
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An orientation toward life that views epistemology as 
socially and historically rooted and yet bound by individual 
interest, the critical praxis is articulated most 
comprehensively by the modern German philosopher Jurgen 
Habermas. 
As Habermas explains it, modern society's propensity 
toward the quick fix is a natural result of our societal 
evolution. The current status of society is replete with 
ingrown problems that have become layered and intertwined 
with new ones. This, in turn, has created a set of problems 
very different from those that have confronted previous 
generations. Twentieth Century problems are convoluted 
because of burgeoning populations, technological 
advancements, and the very information overkill the system 
tries to synthesize. This overwhelmingness that has 
characterized society for the last two decades and will 
continue on into the next century, Habermas calls modernity 
(O'Keefe, 1990). 
The idea of modernity is the most general, outside 
parameter of Habermas's generalized conceptualization of the 
causes and cures of the current social system. To utilize 
Habermas's orientation in our present educational crisis, we 
must first understand the conceptual basis of his reasoning 
as articulated through: the theory of communicative 
competence, the three kinds of interest (technical, 
practical, and emancipatory), speech/communicative action 
10 
vs. discourse, validity claims, the ideal speech s i tuat i on, 
the pinultimance of freedom and justice, concensus, 
instruction vs. education, and illocutionary vs. 
perlocutionary speech. Careful examination of each of these 
concepts should afford a clear understanding of the forces 
at work within the moments of learning. 
The superstructure of Jurgen Habermas's social theories 
rests on his idea of communicative competence. 
Communicative competence is an ethical theory of self-
realization. One's goal in life, says Habermas, is to be 
able to give an accurate account of who we are, so that we 
can clearly decide what we ought to become. The way 
humanity recounts its identity is through language. 
Individual moments of learning (self-realization) are 
mitigated by language. It begins to follow that the nature 
of human interactions through language will provide a valid 
explanation of the learning interaction. 
Habermas describes a sense of the "Ultimate" within 
every human discourse. Each human information exchange 
involves a search for the ultimate truth of that particular 
interchange. The apprehension of that sense of ultimate 
truth is what Habermas calls rational autonomy. In the 
course of realizing his subjective rational autonomy, the 
individual operates through three-fold interests. 
The three kinds of human interest are (a) technical, 
(b) practical, and (c) emancipatory. Technical interest 
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refers to the objective; the way one controls or manipulates 
his or her environment. Practical interests are those which 
are manifested in interaction or "communicative action." 
Practical interests serve to clarify conditions for 
communication. They define the intersubjectivities of frame 
of reference, cultural norms, situational mandates, meaning, 
and so on. Emancipatory interest deal with self-reflection. 
Emancipatory knowledge frees the individual from the forces 
which limit an exchange to the obvious, dictionary meaning 
of a series of word-symbols, and allows realization of the 
full, ultimate reality of the communication. Emancipatory 
interests seek to define the state of the communication 
participants at any given moment in time. In its broadest 
social context, this level of interest allows an individual 
to become aware of distortions in a given ideology. 
Communicative Competence. Together, these three kinds 
of interests cause the individual to strive for 
communicative competence. Habermas's theory of 
communicative competence describes the drive to locate and 
analyze the justification for emancipatory knowledge within 
a given communication. 
The drive to realize communicative competence is why 
humans learn. In order to understand the full ramifications 
of this concept on education, one must next understand the 
implications of speech/communicative action and discourse. 
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Speech/communicative action and discourse describe two 
levels of interaction. According to Habermas, the 
speech/communicative act simply reproduces what is already 
known. Discourse enhances knowledge. A speech/communicative 
act describes interpersonal communication which is based on 
justifiable norms, norms which have been established through 
what is called cultural consensus. A discourse, on the 
other hand, is interpersonal communication based, not on 
norms, but "upon the compulsion .•• of the force of the 
argument" (Habermas, 1973). The two types of speech are 
differentiated by the presence or absence of what Habermas 
calls concrete validity claims. Communication that is 
concrete (measurably true, comprehensible, sincere) is 
labeled a speech/communicative act. Any interchange whose 
truth, comprehensibility, or sincerity is unclear is 
classified as discourse. 
The purpose of the "higher" form of communication, 
discourse, is to assess "the validity claims initially 
accepted in speech." But, if no sense of apprehension of 
the ultimate is attained, the end of the discourse "produces 
nothing but argument" (Habermas, 1984), and the 
communicative participants learn nothing from the 
interchange but frustration. Realization of the ultimate 
validity of a discourse is achieved through consensus. 
Consensus arrived at through democratic discourse based in 
the pinultimance of freedom and justice, is called true 
consensus. 
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Communicative competence facilitates consensus. This, 
in turn, provides the catalyst for real learning. Habermas 
holds that consensus is the key to all societal and 
individual truth. "An ideal speech situation is inherent in 
all interchanges." In other words, every communication has 
a pure "essence" that is hidden within it like a treasure to 
be discovered through discourse. Through democratic 
discourse and ultimate consensus, "the true interests of the 
participants can emerge" (Young, 1988a). 
Young, a critical theorist and student of Habermas, 
explains this "ideal speech situation" as "a democratic form 
of discussion which allows an uncoerced flow of ideas and 
arguments, allowing participants to be free from any threat 
of domination, manipulation, or control" (Young, 1988b). 
Thus, Habermas's concept of truth is related to social 
justice. In critical theory, the ultimate in a given 
discourse can be realized only within an unfettered, 
democratic opportunity for equal self-expression until 
consensus is reached. 
In summary, the premise of critical social science is 
simply the use of an agreed-upon critical process to discern 
contradictions in the rationality and justice of social 
processes. Once discerned, discourse concerning these 
contradictions yields enlightenment (realization of truth, 
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comprehensibility, and sincerity). Enlightenment, thus 
realized, actually transforms the social process because the 
process is purged of inconsistency. Instead of only the "I" 
validating what is or can be known, Habermas places all 
knowing in a solely social context (Young, 1988b, p. 48). 
In this social context, agreement on what is true or worth 
knowing is based on communicative understanding, 
accomplished through coordinated human actions which exist 
within established, mutually held norms for just and fair 
conduct. Consensus thus realized yields a truth that "is 
broader than matters of fact" (Habermas, 1984). As 
evidenced, this kind of critical learning through discourse 
is highly interactive. 
Defining the Educable Moment from the Critical Praxis 
"Habermas's work is seminal for understanding learning 
and education" (Mezirow, 1981). The classroom is the 
classic "social discourse" environ. The goal of education 
is communicative competence. From this mindset, it is 
apparent that, in order to transform our current educational 
system, transformation must occur in the communication 
environment in the classroom. 
Habermas clearly stipulates that, because of the human 
drive toward emancipatory interest, education should be 
devoid of any and all elements of indoctrination (Young, 
1988a). Habermas contrasts "instruction" with true 
education. 
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In the same mode as Mortimer Adler's didactic teaching 
(Adler, 1982), Habermas confines the term instruction to the 
teaching of instrumental activity. "Education," he 
maintains, "is the better form." The key to effective 
education, here, is avoiding indoctrination or "coming to 
believe a proposition upon any basis other than desiring its 
truth" (Habermas, 1984, p. 37). 
Habermas maintains that true learning only occurs when 
information can claim validity. Only those speech acts 
which the hearer can arguably connect with a validity claim 
(truth), can possibly be assimilated into the self, 
independent of external forces. 
Learning is thus directly related to the presence or 
absence of validity claims. Two corresponding labels emerge 
to categorize speech acts at the specific learning moment. 
Those speech acts which apply external force are deemed 
indoctrinary. Indoctrinary speech is perlocutonary speech. 
Conversely, speech acts which afford autonomous assimilation 
through an assessment of validity are deemed educational and 
labeled illocutionary speech. 
With these concepts defined, it becomes possible to 
"develop a set of justifiable and workable criteria whereby 
'better' learning can be identified" (Kleinig, 1988). The 
critical premise of this research, then, is that these 
"workable criteria" can be incorporated within any given 
educational setting, when the educational setting as defined 
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as a formal learning situation whose goal is the rational 
autonomy of each student as realized in the actualization of 
his or her emancipatory interests. The criteria for 
evaluation must be the actual acts of perlocutionary and/or 
illocutionary speech that enhance or prevent communicative 
competence. · In such a framework, each learning moment 
exists within and through specific instances of 
communication. 
In this context, the degree to which a person learns is 
directly related to both the efficacy of the teaching moment 
and the relation of the emancipatory interests of the 
teacher-individual to those of the learner-individual, each 
autonomous, each fully participating in a viable exchange of 
competent communication. Communicative content which meets 
the emancipatory interests of the learner will be absorbed 
into the schema. Content that is perceived to be irrelevant 
will not be assimilated. 
Enhancing Communicative Competence with Communication 
Research 
Another social science discipline addresses this 
conceptualization. For the last two decades, researchers in 
interpersonal communication have studied the 
interrelationships among the implementation factors and 
behavioral manifestations of realized communicative 
effectiveness. Factorization of countless combinations of 
indices has yielded decisive results, tenets which describe 
solid factorial associations that enhance communicative 
effectiveness. Since communicative effectiveness is the 
logical product of communicative competence, existing 
communication theory becomes a way by which critical 
competence may be realized. 
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Habermas argues that" •. what is required ••. is a 
method that will liberate individuals from the causal 
efficacy of those social processes that distort 
communication and understanding, and so allow them to engage 
in ••• desires for emancipation" {Habermas, 1979 p. 23). 
A recent summation of communication research has provided a 
model by which this can be affected. The model provides an 
understanding of the communication dynamics that will 
enhance the likelihood that individual listeners will engage 
in and assimilate the communication at hand. 
The Elaboration Likelihood Model 
General Overview. The ELM {Petty and Cacioppo, 1986), 
is a description of interpersonal communication. The model 
illustrates the ways in which various "input" factors in a 
given communication effect an audience's assimilation of a 
message. As conceptualized by Petty and Cacioppo, the ELM 
clearly establishes a direct relationship between the degree 
to which a listener assimilates the message in question and 
his or her initial ability and/or motivation to process that 
message. 
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First, the ELM establishes that when an audience is 
initially motivated to listen to a message and able to 
listen, they will be more likely to fully assimilate a 
message that is highly substantive. On the other hand, when 
one's audience does not want to listen (motivation) or lacks 
either the background knowledge or experience to process a 
given message (ability), they will be more likely to 
assimilate information that is presented within a 
"peripheral" environment, one that is replete with dynamism, 
animation, visual aids, rhetorical questions, distractions, 
and the like {Cook & Flay, 1978; Petty, 1977b). 
The ELM as Facilitator of Communicative Competence 
The Petty and Cacioppo ELM essentially relates 
isolated, specific situation, speaker, and message 
characteristics to what it calls the listener's "assent to 
persuasion." It . therefore follows that effective 
implementation of the autonomously oriented ELM would 
facilitate realized rational autonomy. There are other such 
conceptual interfaces between the language of communication 
research and that of the critical praxis. 
Habermassian communicative competence can be equated 
with the interpersonal communication term "communicative 
effectiveness." Likewise, the realization of rational 
autonomy is articulated in the communication idea of 
assimilation. Perlocutionary and illocutionary speech are, 
in the same way, implied in Petty and Cacioppo's discussions 
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of the central and peripheral routes to persuasion, 
inoculation theory, and rhetorical strategies, all of which 
are discussed in detail in Chapter 2. 
For the purposes of this research, the critical praxis' 
definition of learning incorporates the ELM orientation: 
Learning can best be affected when individual rational 
autonomy is realized as a result of the satisfaction of 
emancipatory interests. The communication which facilitates 
learning must necessarily promote likelihood of receiver 
elaboration. The thorough description of the model in 
Chapter 2 will fully explain the symbiotic relationship 
between the critical praxis and communication theory. 
Procedures 
If the mandates of critical theory are valid, a primary 
route to enhancement of the learning moment must be through 
enhancement of interpersonal communication within that 
moment. While the nature of this interdisciplinary link 
between critically-oriented education reform and the indices 
of communication theory is complex, careful discussion in 
the subsequent chapter will reveal the importance of the 
interrelationship. 
The past 15 years of communication research have 
defined the dynamic relationships which affect rational 
autonomy in the individual, but through another lense. It 
is the purpose of this study to create the interdisciplinary 
link between the tenets of critical philosophy and 
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communication theory, and, by implementing the dictates of 
extant communication theory in an experimental setting, to 
compare the emancipatory effect of enhanced communication on 
all of the participants in the learning process. 
The following brief overview of the construct will 
provide background for the focus of the hypotheses and 
research questions in the study. 
orientation to the Experimental Setting 
For the experiment, it was determined that sections of 
"Teaching Strategies" classes would be ideal for the 
research. A laboratory class which provides practice 
through a number of "micro-teaches" before fellow 
classmates, this specific undergraduate class afforded the 
researcher the opportunity to explain the communication 
tenets in a short time and oversee implementation of the 
tenets into curriculum choices. Finally, the actual micro-
teaches provided a setting within which effect-on-
communicative competence could be observed, recorded, and 
assessed on a number of levels. 
Orientation to the Construct 
Two identical sections were used as control and 
experimental groups. The control group completed the 
prescribed syllabus without introduction of communication 
theory. The experimental condition participated in four 
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The clear direction of these research findings, the 
investigator's two years of experience with the 
implementation design with School of Communication 
undergraduates at a prominent state university in the 
southeastern United States, and the parallel of the 
experimental setting to the classroom dynamics in 
performance-oriented communication courses, afforded the 
researcher direction for her hypotheses: 
HYPOTHESIS 1: Subjects who listen to the ELM-enhanced 
micro-teaches will find those communications more credible, 
effective, and worthwhile than will control subjects who 
reflect on the unenhanced micro-teaches. 
HYPOTHESIS 2: Subjects in the ELM-enhanced condition 
will generate more message-oriented thoughts than will the 
subjects in the control condition. 
HYPOTHESIS 3: Subjects in the experimental condition 
will register higher self-perceptions of anticipated and 
realized satisfaction and success than will control 
subjects. 
Research Questions 
The premises of critical theory state that emancipation 
and communicative competence are enhanced within a symbiotic 
relationship. From that basis, the following research 
questions were formulated. 
RESEARCH QUESTION 1: Will target student 
characteristics be a greater factor in the curricular design 
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hours of lab work on communication strategies. The basic 
thrust of the lab work was as follows: 
1. assessing the motivation and ability-to-process 
orientation of your "audience;" 
2. explaining the ELM Stipulations Chart {Michel, 
1991a); 
3. incorporating ELM tenets into this message to these 
individuals; and 
4. small-group refinement of the enhanced 
communication. 
Both groups presented their discrete lessons in 
identical environments, predetermined by the course 
instructor and syllabus. Dependent measures included 
perception of effectiveness, perceived 
credibility/effectiveness/worth of the communication, focus 
of listener thoughts, micro-teacher comfort and 
anticipation/perception of success, and the degree to which 
target students' emancipatory interests influenced the 
communication design. The performance and affective 
measures were completed as a natural part of the in-class 
evaluations. 
Hypotheses 
The direction of extant communication research strongly 
indicates increased cognitive elaboration when theoretical 
tenets are applied to messages according to the 
motivation/ability to elaborate tendencies of the listener. 
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decisions of subjects in the experimental condition than 
they will be in the control condition? 
RESEARCH QUESTION 2: When they consider curricular 
implementation in general, will subjects in the 
communication-enhanced condition be more oriented toward the 
emancipatory interests of their target students than 
subjects who received no instruction or practice in 
communication enhancement? 
Definition of Terms 
The following definitions will be used for this study: 
Elaboration Likelihood: The tendency of an individual 
to think about a present communication. 
Listener Evaluation of Effectiveness: An immediate 
post-test designed to elicit listener impressions of the 
effectiveness of the communication in question. Responses 
are made using five-item, Likert-type bi-polar adjective 
scales. 
Micro-Teaches: Laboratory exercises in curricular 
implementation in which undergraduate education majors 
design and present a 7-minute lesson to their classroom 
peers. Classroom peers assume the role of target students. 
Open-Ended Interviews: The delayed post-test measure 
designed to assess subject emancipatory orientations to 
general and specific manifestations of curricular 
implementation. 
Speaker Self-Evaluation Measure: An immediate post-
test designed to measure the communicator's perceptions of 
the micro-teach experience. The measure assessed self-
perceptions of satisfaction and success as they existed 
before, during, and after the micro-teach. 
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Subject-as-Communicator: This label indicates that the 
subject referred to is in the communication role of speaker 
or communicator. 
Subject-as-Listener: This label indicates that the 
subject referred to is in the communication role of 
listener. 
Target Students: The fictional students for whom the 
micro-teach was designed. For example, a micro-teach would 
be intended for third grade music students. 
Thought-Listing Analysis: The measure designed to 
record listener thoughts during a micro-teach, according to 
the focus of those thoughts and their duration. 
Limitations 
The interpretation of the data, the conclusions drawn, 
and the implications that result from this research are 
subject to the following limitations: 
1. The measurements used in this research were 
designed by the investigator. While they are based upon 
established evaluative practices and have, where applicable, 
incorporated reliable and valid scales, they have not been 
subjected to test-retest analysis. 
2. This study was conducted on only two sections of 
the Teaching Strategies course. 
3. The researcher conducted the delayed post-test 
interview. While this was done to ensure comprehension of 
the questions, reactivity may have occurred. 
4. The micro-teaches paralleled an actual teaching 






Literature for this interdisciplinary research must be 
discussed from five areas. First, before associations 
between critical communicative competence and communication 
theory can be made, it must be shown that inquiry into the 
current problems in education justifies the employment of 
this paradigm. Second, the modernity perspective that has 
dominated recent educational literature will be explained 
and integrated into the argument. Third, communicative 
competence as articulated by Jurgen Habermas, must provide 
the basis for the study itself. Analysis of his theories by 
other contemporary theorists provides the conceptual bridge 
between the two disciplines. Fourth, it is crucial that the 
ELM and its research base be examined in detail. Fifth and 
finally, the rationale behind the Justification of Design 
(Michel, 1991) must be articulated. 
How We Analyze the Current Problems in Education 
The recent dissatisfaction directed toward American 
education has been grounded in and fueled by the replicative 
assumptions of a series of foundation studies completed in 
the 1980s. The major report, "A Nation at Risk" (1983) an 
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the pretext of the "ASCD Yearbook" (1983) recommendations, 
provide compelling statistical justification for sweeping, 
top-down change. The analytic, instrumental orientation of 
these studies provides a perfect example of modernity 
manifested. 
"A Nation at Risk" and other studies, the premises of 
which are articulated in the 1983 ASCD Yearbook Committee's 
"Fundamental Curriculum Decisions" (1983); studied the 
American educational system. In attempting to improve the 
system's quality, however, the studies typically inferred 
correlation to learning. Process factors were overlooked in 
the superseding technical orientation toward the measurable 
products of the system itself. Measurable dropout rates, 
standardized test scores, . commission report results, 
enrollments, per pupil expenditures, special education 
costs, and employment trends were offered as proof that the 
system needed changing (Bracey, 1991). The recommended 
changes, it was posited, would enhance education. Success 
would be manifested in subsequent computations of the same 
measurable characteristics (Bracey, 1991). 
Emphasis on test results has been one of the most 
apparent manifestations of the 1983 studies. "Since the 
publication of "A Nation at Risk," standardized testing 
programs have expanded greatly. Teachers feel compelled to 
spend time preparing children to take tests ••. " (Perrone, 
1991). Clearly, American education has been caught up in 
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society's instrumental spiral. An article by Loucks and 
Leiberman from the 1983 ASCD Yearbook provides an example. 
By far the most prevalent view [in modern educational 
criticism] is the technological. Assumptions are held 
that education is technical, the teachers are 
technicians. Improvement is possible by training 
teachers in new and improved techniques. This view is 
best illustrated by hundreds of districts that adopt 
'programs' and assume they will be implemented 
immediately. The technological view focuses on the 
innovation itself and pays scant attention to the 
process of change, the politics, or the people" (1983, 
p. 127). 
The November 1991 announcement of the most recent of 
these government studies illustrates the dominance of the 
spiral. "America 2000 11 (1991), the educational reform 
program of the Bush administration, is essentially a 
conceptually-oriented document, but it has been parlayed to 
the American people in instrumental terms; sound-bites which 
suit the structure of a systematic society. As a document, 
"America 2000 11 deals with broad concepts, with the goals and 
roles of education within the society it seeks to serve 
(Doyle, 1991). As communicated to the public through the 
instrumental media, however, the document was reduced to a 
two-page scenario of units for change: "merit schools, 
teacher training/certification, accountability, money for 
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change, commissions on time, study, learning, and teaching, 
etc." (Bush, in 1991, pp. 294-295). 
The prevailing instrumental focus of educational 
research over the last ten years, however, has provided a 
compelling argument for sweeping, technical changes in the 
American educational system. Far from discounting the 
advisability of these scientifically-based recommendations, 
the school of thought based in critical theory suggests that 
technically-oriented studies are limited in their 
generalizability. As a result, their conclusions are 
seriously flawed. 
"Critical theory does not reject natural science and 
hermeneutics as legitimate scientific methodologies, but it 
is critical of each as being incomplete methodologies," 
(Ewert, 1991, p. 355). Critical theorist M. W. Apple 
objects to the "technocratic" inquiry lense, holding that it 
"tends to obscure for the educator the fact that he is 
making profound ethical decisions about a group of other 
human beings" (Apple, p. 12). 
The compelling objections to the technocratic models on 
which the prevailing studies are based, is the exclusivity 
of their justification. Ewert explains that "instrumentally 
rational actions are goal-directed, feedback-controlled 
interventions in a presumed objective world. The 
instrumental rationality, inherent in this knowledge-
constitutive interest, has become a pervasive ideology" 
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(Ewert, 1991, p. 348). In technocratic educational models, 
"moral, aesthetic, educational, and political issues [are 
reduced to] technical problems: Why and what are reduced to 
how" (Bullough & Goldstein, 1984, p. 144). 
The genesis of the critical praxis in education proves 
its efficacy as an inquiry tool for examination of both our 
present and our past ways of educating. 
Origins of the Critical Praxis 
Critical thought has, in fact, evolved through the 
inquiry paradigms it seeks to augment. The critical praxis 
was born of the concepts of social democracy, humanism, the 
social environment of the learning process, self-discovery, 
and, ultimately, liberation; ideas that have been 
challenging systemic education since the turn of the 
century. 
The cornerstone of critical inquiry is the liberation 
of the individual. John Dewey's original articulation of 
liberation (1900; 1920) has been grossly distorted. What 
evolved as "Progressivism" under a Deweyian banner has 
become mass-produced nee-traditionalism; the very "designed 
similarity" of educational experience that Dewey was trying 
to overcome at the turn-of-the-last century. 
Dewey's original intent is reinforced in Perrone's 
critical Commemoration of Progressive Schools: Past and 
Present (Perrone, 1983). Critical educational theory, 
affirms Perrone, is anything but a new perspective. It is 
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rather an intensified restatement of the liberating 
education John Dewey intended to promote the advance of 
which was repelled by modernity. 
[The] renewed interest in progressivism in the 1960s 
has not been potent enough to challenge the narrow and 
technocratic educational reformulations that are again 
dominating thinking about schools. Today, teachers, 
administrators, and parents must return to the 
teachings of the early progressivists, and work to 
reaffirm a liberating view of education (Perrone, 1983, 
p. 132). 
In order to understand this dominance of 
instrumentalism in modern education, the society in which it 
exists must be examined. 
Modernity 
Modernity is defined by society as it has evolved in 
the late 20th century. The burgeoning populations, 
technological advancements, and information overkill that 
characterize modernity describe the sense of inherent crisis 
in modern culture. The tenacity of instrumentalism is 
fueled by increased valuation of individualism, science, and 
progress. The resultant desperation seeks immediate relief 
in a full-circle demand for a technocratic quick fix 
(Grossberg, 1979). Ewert and Broadfoot have explained this 
circular relationship. Maxine Greene has discussed why it 
is problematic to education. 
The Societal Manifestation 
According to Ewert (1991) and Broadfoot (1985), 
modernity is ensconced in the governmental system, denying 
initiative as it self-perpetuates. 
The instrumental spiral that leads to increasing 
control over social and economic life creates two 
problems: (a) increasing dependency on the State and 
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thus a demand for its services and (b) the need for the 
State to claim a rational consensus in order to justify 
increasing administrative control. The increasing 
dependency on the State and the demand for its services 
mean that the State must increase its responsibility to 
meet more individual needs. But, at the same time, the 
State lacks adequate resources to fulfill its promises 
(Ewert, 1991, p. 367). 
Broadfoot refers to this as "buying off discontent" 
(Broadfoot, 1985, p. 276). Since the State cannot, in and 
of itself satisfy individual needs for self-actualization, 
the society becomes marked by frustration. The government's 
pretense at control can only temporarily pacify each 
citizen's over-riding need for rational autonomy. This 
frustration is manifest in the educational system. 
The Educational Manifestation 
Maxine Greene sees American education's desire to free 
itself from this limiting system as the result of "a 
continuing, tense transaction between the forces of 
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accommodation and normalization--what might be called in our 
culture the forces of emancipation" (Greene, 1973 p. 8). 
Society is ready, says Greene, to put aside the 
preoccupation with industrialized education in order to 
facilitate the enhancement of the individual. The dialectic 
of life, the weighing of truth through justifiable norms, 
must now become the essence of what educating is about 
(Greene, 1988). 
This dialectic tension has infiltrated the 
interpersonal dynamics of the classroom itself. A major 
classroom manifestation of the modernity orientation is the 
gross over-simplification of student and teacher roles. 
When teachers are reduced to the role of data source and 
students are merely processors of teacher output, neither is 
fulfilled. Neither is spontaneously interacting with the 
past, present, cultural, historical, or societal dimensions 
inherent in the learning moment. Neither is emancipated 
(Greene, 1988). 
Once emancipated by critical communicative competence 
that characterizes the liberated learning moment, the 
teacher becomes an interactive participant with the 
aesthetic and cultural dimensions of the curriculum-of-the-
moment (Bullough & Goldstein, 1984). She becomes, 
consequently, "more likely .•. to [assume) the attitude of 
participator instead of that of master ••• , to use [the 
dynamic of curriculum] in a liberating way" (Greene, 1989, 
p. 14) . 
Emancipation Through Communication 
Defining the Distortion 
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The transition required to move from instrumentalism to 
emancipation involves the liberation of all the participants 
in learning. It begins with individual awareness and is 
realized in social action. 
Critical theory starts from a critique of ideology 
(which] enable(s) individuals to become aware of 
knowledge distortions. Awareness of knowledge 
distortions is enlightenment, a necessary precondition 
for individual freedom and self-determination. The 
individual becomes emancipated when, on the basis of 
his or her enlightenment, he or she takes freeing 
action that changes the social system to permit the 
realization of his or her unique human potential •• 
Existing social structures and beliefs are socially 
constructed and therefore changeable through social 
action (Ewert, 1991, p. 346). 
Careful discussion of three premises will establish that 
enhancing communicative competence is the social action by 
which the educational system must change. Enhancing 
communicative competence involves: (1) individual change, 
(2) acknowledging and addressing the levels of human 
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interest, and (3) an educational system which meets human 
interests. 
Premise One: Critical Theory Implies Change. First, 
critical theory is, by its very nature, the agent of 
change. "'Because critical social theory not only 
describes ••. reality, •.• but also attempts to change 
it' [Roderick, 1986, p. 7], it must transform social 
practices, such as education, to be valid" (Ewert, 1991f p. 
346). However, the impetus to transform society is not 
theory. The change brought about by critical theory is 
fueled by each individual's drive to be fully alive. 
Habermas calls this the compulsion of human interests. 
Premise Two: The Levels of Human Interest. Habermas's 
description of human interests as technical, practical, and 
emancipatory (Habermas, 1971), provides the second link in 
this critically-based logic. These three primal interests 
characterize "the ways in which speaking and acting subjects 
acquire and use knowledge" (Habermas, 1984, p. 8). 
Technical interests focus on what might be called 
objective knowledge; the material production necessary for 
our existence (Hoffman, 1987, p. 235). In education, this 
level of empirical-analytic interest reveals "law-like 
regularities to apply to educational practice in order to 
improve efficiency" (Ewert, 1991, p. 349). Critical theory 
readily acknowledges the utility of these technical 
interests in education. However, by identifying 
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instrumental rationality as but one of three levels of 
interest, the import of the technical is put into 
perspective. 
Practical interests are more multi-leveled. They 
"provide the basis for the mutual understanding of 
intentions and actions" (Hoffman, 1987, p. 235). This type 
of human interest is based on "our desire to understand and 
be understood" (Bullough & Goldstein, 1984, p. 144); on 
communication. "The central core of practical knowledge is 
the understanding of the subjective meaning of language and 
action in acting individuals, and not merely the observation 
of observable events. . This perspective recognizes 
that education takes place in complex social situations that 
are too fluid to permit systemization" (Ewert, 1991, p. 
351) • 
As an arbiter of contextual factors, "practical 
knowledge . can enlighten educators by (a) 
revealing the contextual social rules and assumptions 
that underlie their actions; (b) identifying the social 
norms and expectations bounding the range of acceptable 
policy actions; and (c) revealing how their actions 
are, or will be, perceived by other participants in the 
educational process" (Ewert, 1991, p. 352). When the 
contextual rules, expectations, and perceptual norms 
are assessed, agreed upon, and accepted by the group, 
the resultant contextual parameters are considered to 
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be correct. This quality of mutual assent in practical 
perception "must be authentic for the individuals 
involved and communicable within the group" (Carr & 
Kemmis, 1986, p. 147). 
As the liberating impetus of what is unique in 
individual experience, emancipatory interests express three 
self-actualizing needs: (1) our "drive to transcend, to 
grow, and to develop" (Bullough & Goldstein, 1984, p. 144); 
92) our interest in self-knowledge through self-reflection, 
. how our past influences our current state (Mezirow, 
1981, p. 5); and, (3) our interests in freedom and in 
rational autonomy (Carr & Kemmis, 1986, p. 136). In order 
to fulfill these emancipatory needs, individuals must strive 
to transcend what are termed the artificial boundaries of 
society. The way to supersede boundaries which artificially 
define human experience is to evaluate the motive and 
function of the knowledge that is presented; ••• to 
criticize it. 
Premise Three: Education Must Meet Human Interests. 
From the critical perspective, then, valuable knowledge is 
that which satisfies all three levels of human interest. An 
effective education, therefore, is one which encourages and 
facilitates this complete quest, enhancing freedom and 
rational autonomy. That which denies them is repressive 
(Ewert, 1991). 
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Communicative Competence Defined 
"Central to understanding the relationship between 
Habermas's interest-knowledge-science categorization and his 
notion of rationality [Habermas, 1971; 1974; 1984), is his 
theory of communicative action. Communicative action is the 
major component of Habermas's overall theory of 
comprehensive rationality (Ewert, 1991, p. 358). Habermas 
focuses on language, because language is necessary for the 
sophisticated communication required to effectively 
coordinate action in a society (Habermas, 1984, in Ewert, 
1991, p. 359). 
It is important to understand, however, that the 
interchange which is so highly valued here does not refer to 
language as such. "Communicative action designates a type 
of interaction that is coordinated through speech acts and 
does not coincide with them" (Habermas, 1984, p. 101). 
"Communicative action is also intima:tely linked with 
legitimation ... " (Ewert, 1991, p. 362). Legitimation is 
what happens when the individual is fully realized through 
the critical process. It occurs when that individual 
"distinguishes between a rational and a false consciousness" 
(Ewert, 1991, p. 362). It is through legitimation that 
valuable education can ultimately occur. 
Legitimation through this self-actualizing criticism is 
realized within what Habermas calls the ideal speech 
situation (Roderick, 1986, p. 11). The ideal speech 
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situation takes place when two conditions are met. 
According to Benhabib, the ideal speech situation is "a set 
of rules which participants in a discourse would have to 
follow, (the symmetry condition), and a set of relations 
(the reciprocity condition) which would have to [be 
obtained] between them, if we were to say that the agreement 
they reach[ed] •.. was rationally motivated" (Benhabib, 
1986, p. 285). 
A liberating discourse would possess symmetry, as "each 
participant must have an equal chance to initiate and to 
continue communication; second, each must have an equal 
chance to make assertions, recommendations, and 
explanations, and to challenge justifications" (Benhabib, 
1986, p. 285). 
Reciprocity must also exist if liberation is to occur. 
"All must have equal chances as actors to express their 
wishes, feelings, and intentions; [and] the speakers must 
act as if in contexts of action there is an equal 
distribution of chances 'to order and resist orders, to 
promise and to refuse, to be accountable for one's conduct 
and to demand accountability from others' " (Benhabib, 1986, 
p. 285). 
Ewert (1986) provides an explanation of the environment 
within which the conditions of symmetry and reciprocity 
would occur. "These conditions for reaching a rational 
consensus necessarily require: freedom to reach and 
agreement on the basis of the better argument alone and 
justice based on mutual respect among the participants" 
(p. 362). The viability of all these liberating factors 
operating within the dynamic of a given communication is 
termed communicative competence. 
Communicative Competence in Educational Literature 
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Habermas's theory of communicative action is the one 
most often cited in educational literature (Ewert, 1991, p. 
362). According to the theory, discourse must be constraint 
free (p. 364). Mezirow links Habermas's ideal speech 
situation with learning by describing the characteristics of 
a critically educative environment. 
Participants in an ideal discourse would have (1) 
accurate and complete information about the topic 
discussed, (2) the ability to reason argumentatively 
and reflectively about disputed validity claims, and 
(3) self-knowledge sufficient to assure that their 
participation is free of inhibitions, compensatory 
mechanisms or other forms of self-deception. An 
idealized speech situation would be free of both 
internal and external forms of constraint or coercion. 
It would provide for equality of opportunity to 
participate and of reciprocity in the roles assumed by 
the participants in the discourse •• Arguments 
would be based upon the evidence and would not be 
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distorted by deliberate tactics of debate or one-
upmanship {Mezirow, 1985, p. 144). 
The instrumental constraints of justification-through-
measurability that confine modern curricular implementation 
are, by and large, the antithesis of liberation. The 
classroom must change if liberation is to occur. 
"Habermas's normative view of communication •.. requires a 
particular social structure. Approaching truth rests 
upon the realization of appropriate social norms and 
institutions" {Cherryholmes, 1980, p. 133). 
The use of standardized curricular program packages and 
the emphasis on control effectively prevents the 
development of communicative competence. Meaning is 
produced through communicative interaction. Reducing 
interaction such programs make no provision for 
development of critical capacities and growth toward 
autonomy; and no provision is made for participation in 
democratic decision making (Baldwin, (1987, p. 17). 
From the critical praxis, this myopicism has been explained 
by the smothering proximity of classroom education to Mother 
Government. "Bureaucratic systems are necessarily 
instrumentally oriented" (Ewert, 1991, p. 368; Bowers, 1980; 
Bates, 1982), and so, in the end, is the classroom. 
Summary and Solution 
Summary of the dilemma. Ewert's analysis of Shapiro 
(1983) summarizes the complete cycle of instrumentalism in 
education and proposes the conditions for solution. 
The spread of administrative instrumental rationality 
drives the rationality crisis, and, in turn, the 
legitimation crisis. As administrative interventions 
increase, there is a concurrent increase in public 
frustration. Acceptance of more and more activities 
and practices requires more opportunity for consensus 
through public discourse (Shapiro, 1983, p. 139). 
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It is impossible to achieve a real consensus, however, 
within the traditional instrumental system. "True consensus 
among individual citizens requires 'the replacement of 
traditional justifications of decisions regarding these 
concerns with ones that at least appear to express a 
rational consensus'" (Shapiro, 1983, pp. 26-27; Ewert, 1991, 
p. 370). 
Other critical philosophers in education agree. 
Incorporation of curricula that pretend to move toward 
apprehension of rational autonomy through the emancipatory 
and practical interests of the student must 'at least appear 
to express consensus' (Shapiro, 1984, pp. 26-27). Mezirow, 
the chief interpreter of Habermassian theory as it applies 
to education, provides the specific direction. "Through 
communicative understanding ••. these debilitating 
impediments [of distorted knowledge and understanding] can 
be [criticized] and changed" (Mezirow, 1985; in Ewert, 1991, 
p. 366). 
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Researchers and curricularists appear to be on the 
brink of actualizing the critical mandate. This 
researcher's review of the literature showed that, while 
communicative competence is clearly stated as the avenue by 
which rational autonomy can be reached, suggestions for a 
specific strategy that would enhance communicative 
competence are at best forthcoming. "Research has not 
address[ed) the issue of how communicative competence is to 
be developed" (Ewert, 1991, p. 366). 
While it is certain that no one strategy could hope to 
guarantee fully realized liberation of every individual 
within every moment of learning, it is now possible to take 
the suggestion put forth by Shapiro and justify curricular 
decisions and implementations with a strategy that at least 
appears to address the three-fold interests of individual 
students. It is the purpose of this report to illustrate 
how the mandates of critical theory can be satisfied by 
tailoring a specific curriculum to the three-fold interests 
of the individuals within each specific class. 
By addressing the motivation and ability of each 
student to process the topic of the curriculum-at-hand, a 
teacher is "at least addressing" the practical-need 
orientation of each student. "Mutual understanding of 
intentions and actions" (Hoffman, 1987, p. 235) is, 
according to the critical perspective, much more likely to 
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satisfy our "desire to understand and be understood" 
(Bullough & Goldstein, 1984, p. 144). 
Solving the dilemma. This orientation of the 
curriculum to student predisposition to attend to the topic-
at-hand is the crux of the Petty and Cacioppo Elaboration 
Likelihood Model. The ELM is a series of detailed 
stipulations, firmly grounded in validity and 
generalizability. When properly incorporated into message-
design, the likelihood of optimum listener assimilation is 
enhanced. Translated to an educational setting, students 
are more likely to listen (think about a message) if their 
ability to understand a message and their orientation toward 
the topic itself have been actively incorporated into the 
curricular design. 
The ELM affords the emancipating teacher the luxury of 
custom tailoring each and every lesson to specific students 
at a specific moment in time. Consequently, employing the 
ELM in curricular implementation decisions should satisfy 
many of the critical theory mandates for educational change. 
The foundational critical mandate for educational 
change is the acknowledgment of t .he individual in the 
classroom. The ways in which individuals value and absorb 
knowledge are directly related to their unique orientation 
toward the daily experiences of their lives. Because they 
have not experienced life in the same way, it cannot be 
assumed that students will attend to a lesson in the same 
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way. "Our discrete cognitive interests in controlling 
nature, social harmony, and individual growth •.• lead to 
different forms of ••• knowing" {Habermas, 1984; in Ewert, 
1991, p. 347). Fischer (1980) continues the logic, "· 
the social actor [the student, in this case] does not 
encounter reality as uninterpreted but rather as something 
mediated or constructed by conceptual schema. " (P. 25). 
"This argument applies to the classroom," says Baldwin, 
"where the use of standardized curricular packages and the 
emphasis on control effectively prevent the development of 
communicative competence" (Baldwin, 1987; in Ewert, 1991, p. 
365). Bates agrees. "The creation of a rational/scientific 
technology of administration ••• decreases the possibility 
of establishing effective normative structures that might 
guide action." The "crisis of motivation" arises, says 
Bates," in feelings of alienation and powerlessness, a loss 
of meaning, purpose, and commitment, and an inability to 
participate in discourse directed toward the regeneration of 
such concerns" (Bates, 1982, pp. 6-7). 
The ELM is "an effective normative structure that might 
guide meaningful action" (Bates, 1982, p. 6). The ensuing 
analysis of the ELM will prove the conceptual link between 
this normative structure and realized emancipatory 
interests. 
Critical theory reveals the communication of the lesson 
as a proper locus of curricular revitalization. The 
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fundamental principle of the critical lense is that 
"communicative action is coordinated through speech acts" 
(Habermas, 1984, p. 101). The fluidity and complexity of 
educational situations (Carr & Kemmis, 1986) demand that any 
curricular augmentation be carried out within the most 
discrete unit of education (Habermas, 1984). The 
communication of the specific lesson must be the vehicle for 
communication enhancement strategies. Augmenting curriculum 
at any other level would fail to liberate the individual. 
Existing curricular constructs are the manifestations 
of bureaucracy-driven demands for equity. In seeking to 
provide all our children with equal opportunity to learn, we 
have, as part of the modernity spiral, treated them 
"equally." But, when, for example, curricular decisions are 
based on elementary-aged students, the decision may neglect 
the uniqueness of that population that is in the fourth 
grade. In planning for all fourth graders, the equitable 
curriculum might have failed to address moderately-gifted 
fourth graders. In its current mindset, the discipline has 
diligently designed curricula for variables of region, 
ethnicity, and intelligence-level. But, however well-
intentioned, the best ultra-designs of discrete curricular 
units cannot address the unique motivation- and ability-
orientations of thirty-some children during a specific 
learning moment. 
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It is "the social structure [of the classroom] itself 
[which] produces particular meanings, ensures their 
continuing existence, and thereby limits the kind of actions 
that it is reasonable to perform" (Carr & Kemmis, 1986, p. 
95). The ELM provides a way to effectively choose the 
actions that will make up a more reasonable and vital 
curriculum. 
Explanation of the Elaboration Likelihood Model (ELM) 
Overview 
Real learning may be equated with engagement. It 
follows that the job of the teacher is to provide an 
environment that enhances engagement. The ELM provides a 
means to that very end. 
The ELM is based on the following premise: "Variations 
in the nature of persuasion are a function of the likelihood 
that receivers will engage in elaboration of information 
relevant to the .•• issue" (O'Keefe, 1990, p. 96). 
Depending upon the likelihood of receiver elaboration 
(engaging in issue-relevant thinking), different factors 
will influence communication outcomes. Elaboration 
Likelihood Model research shows that issue-relevant thinking 
is not mandatory for persuasion to occur. What is needed 
for communicative competence is an understanding of the 
existing likelihood that the individual will elaborate. A 
discussion of the model itself will explain. 
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Analysis of the model. "Variations in the nature of 
persuasion are a function of the likelihood that receivers 
will engage in 'elaboration' of information relevant to the 
persuasive issue" (O'Keefe, 1990, p. 96}. The ELM predicts 
whether receivers will emphasize the central or peripheral 
route to persuasion based on two key factors: (a} the 
receiver's ability and (b} motivation to engage in active 
thinking about the issue/message. If receivers are 
motivated and capable of internal elaboration of the 
message, their decision process will follow what Petty and 
Cacioppo call the central route to persuasion. If the 
receivers are incapable or unmotivated to engage in such 
elaboration, they are likely to base their response on 
peripheral cues. 
The central route is the persuasion process involved 
when elaboration is very high. This route is one of 
extensive issue-relevant thinking; that is, careful 
examination of information contained in the message, close 
scrutiny of message arguments, and consideration of other 
issue-relevant material. 
The peripheral route to persuasion describes the 
processes involved when elaboration likelihood is very low. 
A message that is initially perceiv~d as irrelevant can 
still be attended to because of factors that are extraneous 
to the substance of the message itself. In this case, the 
receiver employs a simple decision rule to evaluate the 
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advocated position, such as whether or not they like the 
communicator or find them credible. Decision to accede is 
thus based on peripheral cues rather than the listener's 
initial propensity to think about the topic. 
In both routes, engagement {persuasion) occurs when 
beliefs, attitudes, or behaviors are modified as a result of 
receiver information processing {O'Keefe, 1990). 
Organization of the Model. Over the past two decades, 
communication researchers have examined intra- and extra-
message factors. Research designs were operationalized in 
experimental settings by varying specific communication 
factors and determining differentiation of effect on assent 
to persuasion. Hundreds of communication factors were 
isolated and tested. Through the years, repeated 
replications yielded similar findings. Richard Petty and 
John Cacioppo amassed those findings, examined the data for 
possible directional indications, and discovered the trends 
which became the Elaboration Likelihood Model. 
While the general indices of the model provide the 
general logic for communication decisions based on analysis 
of the listener, it is critical that the reader understands 
(a) the intra- and extra- communication factors that affect 
likelihood of elaboration, and {b) the research on which the 
tenets of the ELM are based. 
Intra- and Extra-Message Factors Found in the Research 
The following are representative of intra- and extra-
message factors in the research: source credibility, 
distraction, forewarning, rhetorical questions, multiple 
arguments, message valence, multiple sources, 
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statistical ·summaries, source likability, speaking rate, 
listener need for cognition, and citation of sources. In 
order to understand the dynamic interaction between each 
variable and persuasion, one must review the original 
research findings on which the ELM is based. The following 
section presents a detailed discussion of the Elaboration 
Likelihood Model. 
The Model 
As organized by O'Keefe in Persuasion: Theory and 
Research (1990), the ELM describes: (a) the nature of the 
variations in elaboration; (b) factors that influence the 
degree of elaboration; (c) given conditions of high or low 
elaboration, which influences will be of use; and, (d) 
choices of elaboration variations. 
Variations in elaboration. As elaboration likelihood 
decreases, peripheral cues become progressively more 
important determinants of persuasive effects, and vice versa 
(Petty & Cacioppo, 1981). Put simply, the less likely that 
listeners are to be self-motivated to think about the topic 
at hand, the more issue-relevant thinking will be effected 
by peripheral cues. 
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The factors which effect the degree of elaboration 
reflect the overall logic of the model. "In order for 
extensive elaboration to occur, both (motivation to process 
and ability to process] must be present" (O'Keefe, 1990 
p. 99} . 
Motivation-to-process factors. Research conclusions 
which determined a receiver's (listener's} motivation to 
process a given message were based on three critical 
factors. Those factors and research conclusions are as 
follows: 
1. Receiver involvement: As an issue is perceived to 
be relevant, motivation to engage in issue-relevant thought 
increases (Petty & Cacioppo, 1979b, 1981b, 1984; Petty, 
Cacioppo, & Schumann, 1983). 
2. Multiple sources with multiple arguments: 
Elaboration increases because the different sources are 
thought to make elaboration seem "worthwhile" (O'Keefe, 
1990}. Three arguments from three sources are best. 
3. Need for cognition: Elaboration depends on the 
receiver's tendency to enjoy thinking (O'Keefe, 1990}. 
Ability-to-process factors. Two ability-to-process 
factors have been widely researched: distraction theory and 
the degree to which the audience has prior knowledge of a 
communication. 
1. Distraction: Defined as a "stimulus or task 
accompanying a persuasive message" (O'Keefe, 1990, p. 101}, 
-
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distraction has a negative correlation as a mitigating 
factor to elaboration. In high elaboration, distraction 
interferes with issue-relevant thinking. In low 
elaboration, it enhances issue-relevant thinking {Petty & 
Brock, 1981). 
2. Prior knowledge: The more extensive the receiver's 
prior knowledge on the topic at hand, the better able he is 
to engage in issue-relevant thinking. 
Mitigating factors in conditions of high elaboration 
likelihood (central routes). When the listener is 
predisposed to think about the message, the extent of the 
message effect will correlate positively with the direction 
of the listener's thoughts. In communication verbiage, 
"When elaboration is high, persuasive effects will depend 
upon the predominant valence of the receiver's issue-
relevant thoughts" {O'Keefe, 1990, p. 103). If the message 
produces favorable thoughts, the persuasion will be 
successful. 
Influences on elaboration direction (valence) have to 
do with several major message factors. In general, research 
in proattitudinal vs. counterattitudinal messages indicates 
that counterattitudinal messages would never work, but for 
the success of other measures, such as argument strength. 
For instance, it has been determined that high elaboration 
requires high argument-strength. 
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Just what ensures argument strength is uncertain. "The 
ELM has postponed the question of what specific qualities 
make arguments persuasive by defining argument quality in an 
empirical manner" (Petty & Cacioppo, 1986a, p. 32). The 
message-factors which constitute the central route to 
persuasion include message structure, message content, and 
sequential-request strategies. 
1. Message structure. Order of arguments in the 
message. Climax order describes a message strategy that 
saves the most important argument until last. Anticlimax 
order puts the most important argument first. This body of 
research reveals an extremely small benefit to saving the 
best argument until last, but the affect variance is 
negligible {Gilkinson, Paulson, & Sikkink, 1954; Gulley & 
Berbo, 1956; Sikkink, 1956; Sponberg, 1946). 
Nature of message conclusion. · Message conclusions vary 
here in the qualities of explicit vs. implicit 
recommendations. Explicit conclusions clearly state the 
recommended course of action, while implicit conclusions 
merely imply the course to be taken (Biddle, 1966; Cope & 
Richardson, 1972; Fine, 1957; Hovland & Mandell, 1952; 
Leventhal, Watts, & Pagano, 1967; Tubbs, 1968; Weiss & 
Steinbock, 1965). "Messages that include explicit 
concluding recommendations are more persuasive than messages 
without such elements" {O'Keefe, 1990, p. 160). 
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2. Message content. One-sided vs. two-sided 
messages. This comparison addresses the handling of 
arguments which threaten to oppose the speaker's persuasion. 
Refutations can include ignoring opposing arguments or 
refuting them. One-sided messages offer only arguments that 
support the advocated position. Two-sided messages support 
the speaker's position and also refute opposing arguments. 
Two-sided messages are generally more effective than one-
sided, with a greater advantage gained when the issue is 
familiar to the audience (Jackson & Allen, 1987). In a two-
sided message, th~ refutation should come either after the 
support or interspersed among supporting arguments. 
Refutation will be ineffective, however, if placed before 
the supporting argument (Jackson & Allen, 1987). 
a. Discrepancy. How discrepant is the proposal from 
the audience's held belief? "Relatively little change is 
obtained with extremely small or extremely large 
discrepancies [between the proposal and the audience's held 
belief) ••• , and maximum effectiveness is to be found 
with moderate levels [of discrepancy)" (O'Keefe, 1990, 
p. 164). The relationship between discrepancy of the 
proposal and held belief is curvilinear. 
b. Fear appeal. Low-fear messages produce greater 
attitude/behavioral change than high-fear level messages 
when subjects' declared-fear-level toward the issue is 
factored into the appeal structure (Michel, 1991b). 
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c. Example vs. statistical summaries as supporting 
statements. Examples (case histories) are more influential 
than statistical information or data summaries (Koballa, 
1986; Bridges & Reinard, 1974). 
d. Sequential-request strategies. Foot-in-the-door 
(FITD). A message strategy wherein an initial small 
request, being granted by the receiver, is followed by a 
larger, more costly request. Foot-in-the-door is an 
effective compliance-gaining strategy (Freedman & Fraser, 
1966, Experiment 2), but there can be no external 
justification for complying with the request (Dillard, 
Hunter, & Burgoon, 1984). 
e. Door-in-the-face (DITF). A message strategy 
wherein a large initial request is subsequently turned down 
by the receiver, and a smaller critical request is then made 
(As per Jonathan Swift's "A Modest Proposal" [18_] ). 
Door-in-the-face enhances compliance (Cialdini et al., 1975, 
Experiment 1), if the time interval between requests is of 
minimal or no delay (Dillard et al., 1984; Fern et al., 
1986) • 
Mitigating factors under conditions of low elaboration 
likelihood (peripheral routes). The influence of peripheral 
cues on receivers who are disinclined to elaborate has been 
established through inference, as researchers have 
concentrated on observation of peripheral variable-effect on 
persuasive outcomes. The determinant of peripheral cue 
-
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effectiveness is the receiver's decision to accede based on 
heuristic principles, simple decisions such as: "I like 
him, so I guess I'll go along with what he's saying." 
The factors which mitigate elaboration likelihood in 
conditions of low-elaboration revolve around perceived 
credibility of the communicator as well as receiver and 
context factors (O'Keefe, 1990). 
1. Credibility. Perceived credibility refers to the 
judgements made by a perceiver concerning the believability 
of a communicator. Credibility is not an intrinsic 
communicator property (O'Keefe, 1990). "Listeners use 
different criteria and use their criteria differently, 
depending upon the functions a source is expected to perform 
in a specific topic situation" (Cronkhite & Liska, 1976, 
p. 105). 
Credibility deals with the expertise and/or 
qualification of the speaker, ascertaining whether or not 
the speaker is in a position to know the truth. The 
trustworthiness dimension of credibility deals with 
character and/or integrity, assessing if the speaker is 
inclined to tell the truth. 
Factors influencing credibility judgements in the 
competence and/or trustworthiness dimensions are: 
a. Education, occupation. and experience: · High vs. 
low-credibility source perception can be manipulated by 
varying information regarding the communicator. High 
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credibility introductions lead receivers to perceive a 
source as more trustworthy and competent than low-
credibility introductions. High credibility is established 
by enhanced perceptions of worth of speaker occupation, 
training, and amount of experience (Ostermeier, 1967; 
Swenson, Nash, & Ross, 1984). 
b. Non-fluencies in delivery: Receivers have rated 
speakers who exhibited more non-fluencies (vocalized pauses) 
as having lower competence. Perceptions of trustworthiness 
were unaffected (Mccroskey & Mehrley, 1969; Miller & 
Hewgill, 1964). 
c. Speaking rate: When ELM-related research makes 
reference to speaking rate, it must be noted that "there is 
a substantial range of 'normal' speaking rates" (O'Keefe, 
1990, p. 135). Related research concerns variations within 
this range. Increased speaking rates led to significantly 
greater perceptions of knowledgeability, intelligence, and 
objectivity (Miller, Maruyama, Beaber, & Valone, 1976), but, 
other research found judgements of competence and 
trustworthiness not significantly affected by speaking rate 
(Addington, 1971; Gundersen & Hopper, 1976, Study 1; 
Woodall, & Gurgoon, 1983). The findings lack definite 
direction. 
d. Citation of evidence sources: When supporting 
statements are used in a communication, the choice of either 
citation or vague documentation of sources is a mitigating 
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credibility factor. Citing the sources of evidence enhances 
perception of communication competence and trustworthiness, 
especially when communicator is initially perceived as low-
or moderately-credible (Mccroskey, 1967, 1969, 1970; 
Mccroskey, Young, & Scott, 1972; Ostermeier, 1967; 
Whitehead, 1971). The sources used, however, must be 
perceived to be highly credible (Luckok & Mccroskey, 1972; 
Warren, 1969). 
e. Position advocated: The nature of the position 
advocated influences receiver perception of competence and 
trustworthiness (O'Keefe, 1990). The communicator is 
perceived as more competent and trustworthy when the 
position advocated disconfirms audience expectation about 
the communicator's views, causing the communicator to be 
perceived as open-minded, unbiased (Walster, Aronson, & 
Abrahams, 1966). Pre-message expectancies are based on two 
kinds of communicator bias: knowledge bias and reporting 
bias (Eagly, Wood, & Chaiken, 1981). These biases cause the 
receiver to expect the communicator to have a certain frame 
of reference on the issue in question. 
f. Liking for the communicator: Receiver perception 
of the communicator as friendly/nice has been found to 
influence trustworthiness, but not competence perceptions 
(Applbaum & Anatol, 1972; Pearce & Brommel, 1972). 
g. Humor: Humor has been found to effect credibility 
only as a facilitator of liking (Chaiken & Gruner, 1981; 
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Gruner, 1967, 1970; Gruner & Lampton, 1972; Tamborim & 
Zillman, 1981). The effect of humor is negative when the 
humor is perceived as excessive or inappropriate for the 
context (Bryant, Brown, Silberberg, & Elliott, 1981; Munn & 
Gruner, 1981; Taylor, 1984). 
The following factors deal with the effects of 
credibility on persuasive outcomes. It should be noted that 
"the size of the effect that communicator credibility has on 
persuasive outcomes is not constant, but varies from one 
circumstance to another" (O'Keefe, 1990, p. 141). 
2. The size of credibility effect depends upon: 
a. Receiver level of involvement in the issue at hand: 
As an issue is more involving, source credibility is less of 
a mitigating factor. As the issue becomes less involving, 
source credibility is a stronger determinant of attitude 
change (Johnson & Scileppi, 1969; Petty, Cacioppo, & 
Goldman, 1981; Rhine & Severance, 1970). 
b. Timing of identification of the communicator: The 
impact of source credibility is minimal when the source's 
identity is withheld until the end of a message {Greenberg & 
Miller, 1972; sternthal et al., 1978; Ward & McGinnies, 
1974). 
c. Source credibility in pro- and counter-attitudinal 
messages: Low credibility sources are more persuasive when 
the message is pro-attitudinal, while high credibility 
sources are more effective in counter-attitudinal messages 
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(Bergin, 1962; Bochner & Innsko, 1966; Harmon & Coney, 1982; 
McGinnies, 1973; Sternthal et al., 1978, study 2). 
d. Liking: Liked communications are more persuasive 
most of the time. When a receiver's judgement of source 
credibility conflicts with receiver liking of the source, 
liking will be overridden by the effects of credibility 
(Wachtler & Counselman, 1981). Liking effects are minimized 
under conditions of increased receiver involvement in the 
issue (Chaiken, 1980). Disliked communicators are more 
successful than liked when receivers have freely chosen to 
listen to the message. This is thought to be due to 
dissonance effects in forced compliance circumstances when 
subject has free choice of compliance (Cooper et al., 1974 
Himmelfarb & Araza, 1974. 
e. Similarity: Similarity is a secondary factor, 
indirectly influencing persuasion as it effects liking and 
competence dimensions. Attitude similarity engenders 
greater liking (Byrne, 1969). Similarity must be relevant 
to the influence attempt to be a mitigating factor, however, 
not all similarity which is relevant will enhance perception 
of competence (Schwartz, 1984). Perceived similarity in 
training and experience may, in fact, reduce the perceived 
competence of the communicator, due to receiver's perception 
that the speaker knows no more than he or she does. 
Persuasion is enhanced, however, when the speaker's training 
and experience are perceived to be dissimilar (i.e., better 
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than the receiver's) (Delia, 1975; Houck & Bowers, 1969; 
schenek-Hamlin, 1978). 
f. Physical attractiveness: Physically attractive 
communicators are more persuasive than their less attractive 
counterparts (Snyder & Rothbart, 1971; Widgery & Ruch, 1981; 
Chaiken, 1979). Physical attractiveness, however, is mainly 
an effect of liking (Patzer, 1983). 
3. Receiver and context factors. The effect of a 
communication is also dependent on receiver and context 
factors. Among those discussed in the research are the 
general persuasability of the listener(s), the extent to 
which the listener is predispositioned toward the topic at 
hand, and choices concerning the ordering of the context of 
the message itself. 
a. General Persuasability. The ease with which 
someone is persuaded as an enduring receiver characteristic 
is a minor factor in persuasion. 
b. Gender difference. Research in persuasability 
indicates that females may be slightly more persuadable than 
males (Becker, 1986; Eagly & Carli, 1981). 
c. Personality traits. Traits of general 
persuasability avoid prescription. No directions in this 
research are reliable. 
d. Induced Receiver Factors. Inoculation theory 
refers to the refutation(s) in one- and two-sided messages. 
Of the supportive, refutational-same, and refutational-
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different choices, the refutational-same argument is most 
effective (McGuire, 1961b; McGuire & Papageorgis, 1961). 
Cultural truisms, lore statements which are held to be 
true without question ("a stitch in time save nine"), do not 
enhance persuasion. This is attributed to their 
vulnerability to refutation (McGuire & Papageorgis, 1961). 
Forewarning: Telling the receiver the topic of a 
message before it is delivered has been found to confer 
resistance to the persuasion because forewarning the 
receiver stimulates counter argumentation before the message 
has even begun (Petty & Cacioppo, 1977, 1979a). 
e. Contextual factors. Primacy/recency: The 
primacy/recency contrast deals with debate-like situations. 
Primacy indicates the sequential position of going first in 
a debate, while recency means going second. There is not 
general advantage to either strategy (Insko, 1967; Rosnow, 
1966; Rosnow & Robinson, 1967), but primacy has been found 
to be advantageous with topics of interest, controversy, or 
familiarity. Recency is conversely more advantageous when a 
topic is uninteresting, noncontroversial, or unfamiliar 
(Rosnow, 1966). 
Medium: The only finding on this factor is that 
salience and impact of a message are greater as the message 
moves from a written to an audio-visual medium (Andreoli & 




4. Persistence of persuasion. Depending on the 
likelihood of receiver elaboration (engaging in issue-
relevant thinking), different factors will influence 
persuasive outcomes. Overall, the ELM suggests that 
attitudes shaped via the central route will (a) display 
greater change over time, (b) better predict subsequent 
behavior, and (c) better resist counterpersuasion (for 
complete source list, see Petty & Cacioppo, 1986a, pp. 173-
195). 
The alter-concept to persistence of persuasion is 
"message decay." The decay of message effect stipulates 
that persuasive effects tend to dissipate over time (Cook & 
Flay, 1978). It is therefore paramount that the persuasion 
be delivered close to the time of the action being 
influenced. 
a. Message decay. Three primary influences on message 
decay are evident in the research. 
b. Number of supporting points: The more points in an 
argument, the longer the effect (Leventhal & Niles, 1965; 
Calder, Insko, & Yardell, 1974). 
c. Communicator credibility: The higher the 
credibility of the communicator, the greater the persistence 
of persuasion (Cook & Flay, 1978). 
d. Receiver involvement on the issue: The more 
involved the receiver is in the issue, the greater the 
persistence of persuasion (Cook & Flay, 1978). 
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Utilizing Communication Research Through the Model 
Research of such highly discrete interpersonal 
communication factors, while compelling, exists as an 
unwieldy body of literature until it is reviewed through the 
premises of the Petty and Cacioppo ELM (1986). The clear 
findings of ·each experiment provide refined indications as 
to which communication design-choices will most likely 
enhance the likelihood that the listener will think about 
and assimilate a communicator's message. Returning to the 
premise of the ELM, determination of a particular audience's 
motivation and ability-to-process the message, will clearly 
orient the communicator to a multitude of central and 
peripheral choices that will enhance communicative 
effectiveness. 
For example, eighth grade English students would be 
neither motivated nor able to process a new unit on the 
seventeen uses of the comma. According to the ELM, 
communicative competence would be enhanced if the teacher 
chose to design the introductory lesson with peripheral 
emphasis. At the same time, a communication to the same 
group which provided advise and information about the social 
and logistical aspects of beginning high school would best 
be presented within a substantive message, replete with 
facts, charts, and details, as eighth grade students are 
both motivated and able to think about this exciting, 
challenging matriculation. 
The Stipulations Chart 
Rationale 
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Before they can be integrated into curricular 
implementation choices, the indices of the ELM must be made 
accessible. This study does not suggest that every teacher 
should operate from a full understanding of the 
communication research base. The ELM makes it possible to 
isolate the basic tenets of communication research in a way 
that is both accessible and understandable. By organizing 
the research tenets of the ELM into a Stipulations Chart 
(Michel, 1991), the complex indices of the model are 
simplified. As explained in the above review of the ELM's 
research base, each factor area within the ELM provides 
discrete conclusions. Each of these conclusions found that, 
under specific conditions, the strategy in question either 
enhanced or obstructed communicative effectiveness. The 
Stipulations Chart is a simple way of organizing those 
relationships. 
The conditions of the discrete experiments are 
summarized in the left-hand column, while the indications 
provided by the corresponding research results are noted in 
the right-hand column. The complete Stipulations Chart can 
be found in the Appendix A. 
Using the Stipulations Chart 
The Stipulations Chart makes the tenets of the ELM 
accessible. Briefly, the communicator marks the qualities 
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in the left-hand column which apply to the current 
situation. He or she then follows the dictates of the 
right-hand column in designing the communication itself. 
By selecting those left-hand column stipulations that 
reflect the characteristics of the communication in 
question, the communicating individual addresses the unique 
interests and orientations of the body of individuals who 
will make up his or her audience. 
once all applicable stipulations have been isolated, 
the communicator refers to the right-hand column as a simple 
reference tool. The right column tenets (which correspond 
to the relevant situational stipulations) provide a clear 
and complete list of design features which will enhance the 
effectiveness of the communication. 
The Justification of Design is the recorded 
incorporation of these tenets into a discrete communication 
design. This process was first employed with speakers in 
the author's Fundamentals of oral Communication classes at a 
southeastern state university (1991). Briefly, the tool is 
used in this way. 
Applying the Stipulations Chart 
The Justification of Design is simply a summary of the 
process explained above; a diary of the enhancing of 
communicative competence within a message. First, the 
communicator determines what message he or she wishes to 
communicate. The communicator summarizes the left-column 
stipulations which are. applicable to tb i s c om.muni at~ ,,n 
situation according to, topic, audience, and! speaker 
characteristics. 
In the second step, the commu.nica.tor l i sts and numbers 
the corresponding right-hand column tenets indicated ·n t h 
research. 
Finally, the communicator incorporates the indicated 
tenets into his or her actual communication. Proo.f of 
incorporation is provided as tenet numbers (from the sacond 
step, above) are integrated into a suitable summary of the 
communication. A Justification of Design from this research 
is reprinted in Appendix B. 
The Justification of Design 
The Justification of Design is a means to an end. Once 
a speaker knows what it is that he or she wants to 
communicate, it becomes that speaker's purpose to transmit 
that message to the listener. While no technique can 
pretend to perfectly merge the speaker's intended meaning 
with its actuated (received) meaning, the communication 
utilization of the ELM by means of the Justification of 
Design will enhance the likelihood that the receiver will 
elaborate upon the message (Petty & Cacioppo, 1986). since 
elaboration is a catalytic factor in schematic incorporation 
(Petty, et al., 1980), it follows that a message designed to 
enhance communicative competence by complying with the 
strategic dictates of communication theory will be more 
likely to be attended to and assimilated by the listener 
than one that is not aligned with those tenets. 
Implementing Communication-Enhanced Curriculum 
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Curricular decisions are traditionally made in three 
steps: design, implementation, and evaluation (Jacobsen, et 
al., 1989). Since appropriate communication tenets must be 
incorporated into the message before it is communicated, 
integration must occur during the design phase of the 
process. 
Traditionally, the plan for a specific day's lesson is 
accomplished according to an established format. Figure 1 
illustrates the Jacobsen, et al., (1980) suggestions that 
lesson plans be organized in a specific way (p. 121). 
Another popular approach is provided in Figure 2 by Madeline 
Hunter (1982), who encourages organization of a discrete 
lesson within a slightly different format (p. 124). 
In each case, the teacher-communicator must first 
decide the intent of the lesson. Next, she must define the 
general parameters of a lesson within which those objectives 
can be met. Time limitations and the importance of the 
material are also major factors in this early stage. 
What follows is the critically-based point of 
departure. While the teacher-communicator can design a 
basic lesson at this stage, that design cannot pretend to 
satisfy the emancipatory interests of the students in 
question unless their unique orientation to the lesson-at-
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hand is first determined, then designed into the discrete 
curriculum itself. A brief reflection upon the "listeners" 
will provide the directional indices for effective 


































Identify characteristics of 
upper class. 
Discuss relationship of 
characteristics with each other. 
Ask "How are education and income 
related? How about education and 
occupation?" 
Ask "What characteristics 
separate them most from other 
classes?" 
Repeat steps 1, 2, and 3 for 
middle and lower classes. 
Present case study 1 on overhead. 
Have class try to identify class 
in terms of characteristics 
discussed above. 
Present case study 2 on overhead. 
Discuss characteristics. 
If time permits, present case 
study 3 as a quiz. If there is 
not enough time, have students 
prepare for a quiz tomorrow. 




















How will students' attention be 
focused? 
What will students learn and 
why? 
What new information will be 
discussed? 
How can the teacher illustrate 
the new skill or content? 
How can the teacher ascertain 
whether students are learning 
the new material? 
What opportunities are students 
given to practice the new 
materials in class? 
How can assignments and homework 
be used for long-term retention? 
Figure 2. Madeline Hunter's Elements of Lesson Design 
By determining her individual students' motivation and 
ability to think about this particular lesson, the 
communicatively competent teacher will be able, by 
completing the Justification of Design, to maximize the 
communicative impact of her procedural choices. Therefore, 
in the study at hand, it was determined that the appropriate 
tenets of the ELM should be integrated at the Procedure 
stage of curriculum planning. 
Chapter 2 summary 
This research is based on the premise that enhancing 
classroom communicative competence will enhance the 
education of the individual. The critical lense has 
• •• ., cm 
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provided a focus for social change in education through its 
mandate that the social environ in the classroom be 
conducive to liberated discourse. The level of 
communication seeks to create, not an educative 
"presentation," but instead an emancipating educative 
"environ," one in which students assess knowledge according 
to their unique schematic orientations and assimilate it as 
it serves their own emancipatory interests. The end product 
of this relevant discourse is realized rational autonomy. 
Modernity has stifled discourse. The prevailing 
technocratic orientation of American public education is a 
whirlwind of units, measures, groupings, and autocratic 
teaching strategies. Technocratic measures assess students 
and schools alike (Bennet, 1991; Boyer, 1984; Goodlad, 
1986), quantifying the machinations of the educational 
system until individual learners and learning moments are 
reduced to the status of overlooked parts of parts on a 
great, systematic conveyor belt. Before the difficulties of 
the learning moment can be effectively addressed, the 
limitations of a modernity-oriented society must be 
acknowledged, and the system re-evaluated from a process-, 
not product-orientation. 
The Habermassian conceptualization of communicative 
competence provides the means by which the process of 
individual learning can be addressed. Communicative 
competence is achieved when, through democratic discourse, 
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students freely connect knowledge to themselves. Habermas's 
perspective reorients education toward the individual. 
To become effective, the present system must refocus on 
unique students at actual moments in time. Communicative 
competence in the classroom will produce emancipated 
students, each having processed shared knowledge to the 
point of realized rational autonomy. Because communicative 
competence is realized by addressing each individual's 
unique orientation toward knowledge, the person-specific 
orientation of communication theory makes its premises 
natural facilitators of communicative competence. 
Communication theory to date is effectively summarized 
in the Petty and Cacioppo ELM {1986). The ELM is a 
compilation of communication research findings. The model 
is organized according to the major factors which influence 
interpersonal communication. Basically, the factors 
interact with an individual's orientation toward the 
message; upon his or her motivation and ability to process 
the information therein. 
Assessing this orientation, as well as other factors 
relevant to the learning moment, enables the curriculum to 
serve the emancipatory interests of each individual. The 
proven, positive correlation in communication literature 
between ELM message-augmentation and likelihood of receiver 
elaboration validates the incorporation of this discipline 
into curricular design. Augmenting classroom communication 
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according to the tenets of the ELM should enhance individual 
rational autonomy because a discrete communication that is 
tailored to specific students' motivation and ability to 
process a lesson, will serve their emancipatory interests as 
individuals. 
When this incorporation is facilitated, the realization 
of those emancipatory interests should be evident in both 
student elaboration tendencies and teacher orientations. 
Both student and teacher will be effected, because, in 
discourse, both are equal participants in the determination 
and processing of relevant knowledge. 
Because the ELM is extremely detailed, it is difficult 
to access. For this reason, the author designed two tools. 
The Stipulations Chart (1991) organizes the myriad of 
conclusions within the model itself so that they are 
accessible to communicators from any discipline. The 
Justification of Design (1991) is a logic tool by which the 
relevant tenets of the ELM can be easily incorporated into a 
given communication. By using these tools, it becomes 
possible to incorporate the tenets of communication theory 
into discrete lesson plans. 
The ELM tenets are best incorporated after the basic 
goals of the communication have been determined. A teacher 
who desires to enhance a classroom communication with the 
ELM tenets must have already defined the intentions of that 
lesson. Therefore, the most effective point of 
incorporation in teacher-initiated classroom communication 
is the point at which those decisions are made; the 
"procedure" step in the discrete curriculum design. 
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An experimental setting which contrasts a group that 
incorporates appropriate communication tenets into 
procedural decisions with one that is not exposed to 
communication theory, should reveal existing differentiation 
between the treatments as to {a) the degree of message-
relevant elaboration and, {b) realized communicative 
competence and emancipatory interests in the classroom. It 





Subjects used in this study were drawn from the student 
population in the College of Education at a state university 
in the southeastern United States. The university is a 
predominantly white, working-class institution with an 
enrollment of approximately 23,000 students and 735 full-
time faculty. The College of Education, awarding 
baccalaureate, masters, and doctoral degrees in a number of 
concentrations, is one of six colleges at the University. 
Undergraduate education majors are required to complete 
a course in Teaching Strategies before they begin their 
student internship experience. Teaching Strategies (EOG 
4321) is a laboratory class in which students design and 
complete a series of "micro-teaches," or mock lessons before 
a classroom of their peers. The purpose of the course is to 
provide students with the opportunity to learn and practice 




This course, EOG 4321, is the first in the sequence of 
upper division courses required of education undergraduates. 
Described in the undergraduate catalog as an "analysis 
of the learning environment [with] emphasis on planning for 
instruction, skill development, and measurement and 
evaluation" (1991, p. 241), the course familiarizes 
students with the foundational concepts of classroom 
interaction and, specifically, lesson planning. 
By the time of the experiment, these student-subjects 
had been grounded in this foundation and were actively 
utilizing pedagogical terminology. Most of the subjects had 
also taken courses in their chosen field of concentration. 
This orientation in education terminology coupled with some 
familiarity with their ,areas of interest, prepared students 
in EOG 4321 for this practical exercise in the strategies of 
curricular design and implementation. 
A teaching strategies course was an ideal setting for 
analyzing the effect of incorporating appropriate 
communication strategies into discrete curriculum plans. 
Because of the micro-teaches, subjects could be introduced 
to communication theory considerations as a natural part of 
their introduction to curricular design. In this setting, 
experimental measures could be conducted under the pretense 
that they were part of the normal measures of teaching 
effectiveness. The variety of interest-area concentrations 
represented in this required course also provides a rich 
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data resource, as any significance in the direction of the 
results will be valid across subject interest-areas. 
The Teaching Strategies course at the university is a 
one-semester course typical of curriculum design and 
implementation courses at similar institutions. During the 
split Summer "A" term, these classes meet three times per 
week for four hours each day. The "A" term lasts six weeks. 
students receive three credit hours for this course. 
Normally, there are more than four sections of this class 
offered in the summer, but due to state funding cutbacks 
during the 1991-92 school year, only four were offered in 
the Summer of 1992. Of the four, only two qualified as 
identical. With enrollments of 20 students in each section 
respectively, both "A" term sections were taught by the same 
instructor, an assistant professor on staff at the 
university. 
Subjects 
The 40 UCF students who were enrolled in the 
instructor's 1992 Summer sections of EOG 4321 participated 
in the study. The 20 subjects in the morning section met 
from 8:00 a.m. until noon each week on Tuesday, Thursday, 
and Friday. The 20 subjects in the afternoon section met 
from 1:00 p.m. through 5:00 p.m. on Monday, Wednesday, and 
Friday. Participation in the study was completed as a 
natural part of class work. 
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The investigator took into consideration that the 
subjects brought many different interest-orientations into 
the setting. However, it was determined that, because any 
manipulation effect should follow the directions of 
interpersonal communication theory, a significant reaction-
differentiation according to treatment would supersede an 
interest-orientation effect (Petty & Cacioppo, 1986). 
Likewise, age, gender, grade point average, or other 
demographic factors were not factored into this initial 
communication theory/curricular design integration. The 
focus of this research is on ascertaining differentiation of 
the overall emancipatory effect of realized communicative 
competence across all other membership-conditions. Teaching 
Strategies is the only course in the College of Education's 
undergraduate curriculum that provides a focused, initial 
laboratory experience in curricular design and 
implementation. Because the augmentation of design and 
implementation was the primary activity of this research, 
enrollment in the class superseded any other qualifications 
for sample membership. 
One historical factor appeared to be relevant. Of the 
40 subjects, two had, at one time, been classroom teachers. 
None of the subjects, however, had previous formal 
instruction in either curricular design or implementation. 
As regards previous training in oral communication, all 
of the subjects had completed a college laboratory course in 
-----
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effective interpersonal communication. That course, 
Fundamentals of Communication, is similar in format to EOG 
4321. To that degree, each student was familiar with 
organizing and presenting a series of messages to a group of 
peers. The investigator, a communication instructor at the 
university for three years, knew none of the subjects. 
The numbers quoted above reflect the initial enrollment 
in each of the two EOG 4321 classes. By the end of the 
experiment, there were 20 subjects in the control group and 
20 in the experimental condition. Attrition in certain 
measures was due to inconsistent attendance during the 
treatment, but limited to a variance of no more than two 
subjects in any one measure. 
Research Design 
The premise of this study maintains that a curriculum 
which follows the tenets of communication theory will 
significantly enhance communicative competence in the 
classroom. This research utilizes the controlled laboratory 
setting of two micro-teach classes. It represents an 
initial effort to determine any emancipatory differentiation 
of this affect between the participants in the experimental 
education environ and the control condition. 
The experimental subjects were given instruction in the 
premises of the ELM. In addition, those subjects were 
required to incorporate appropriate communication tenets 
into their discrete curricular designs by means of the 
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Justification of Design. The control subjects completed the 
same micro-teach assignment, but according to the standard 
course syllabus, without the introduction of communication 
theory. Throughout the study, perception of communicative 
competence, evaluation of teaching effectiveness, and the 
addressing of student emancipatory interests were analyzed 
from both subject-as-communicator and subject-as-listener 
perspectives. 
Instrumentation 
Orientation to the Design 
Any research that studies the effect of a body of 
discrete interpersonal communications must attempt to record 
communicator and listener attitudes both during and 
subsequent to the communication itself (Michel 1991b; 
Miller, 1963). To that end, quantitative and qualitative 
instruments were. developed to measure the six abstract 
variables under examination: (a) the extent to which 
communicative competence was realized during each 
communication, (b) the degree to which the listener actually 
thought about each communication, (c) communicator self-
perceptions of satisfaction and success, (d) correlations 
between realized communicative competence and perceptions of 
teaching effectiveness, (e) the extent to which each 
subject-communicator deliberately addressed the emancipatory 
interests of the target class, and (f) the extent to which 
each subject's professed reason for teaching addressed 
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student emancipatory interests. The way in which this study 
operationalized these six constructs is explained below. 
Defining the Six Constructs 
The following definitions are intended to serve as an 
introduction to the specific rationale. The individual 
measures of these constructs are discussed and illustrated 
in the Measurements section which follows. 
The qualities of communicative competence. Before the 
instrumentation used to measure communicative competence can 
be explained, the term itself must be reviewed. As stated 
previously, communicative competence describes a quality of 
communication. The following concepts are integral to the 
quality of competence in communication. 
The factors which identify the quality of communicative 
competence have been articulated in the literature review. 
"Communicative action designates a type of interaction that 
is coordinated through speech acts and does not coincide 
with them" (Habermas, 1984, p. 101). 
Competence is"· what happens when the individual 
is fully realized through the critical process" (Ewert, 
1991, p. 362). "[The participants] must act as if• • • 
there is an equal distribution of chances to order and 
resist orders, to promise and to refuse, to be accountable 
for one's conduct and to demand accountability of others" 
(Benhabib, 1986, p. 285). Finally, "[communicatively 
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competent] discourse must be constraint free" (Ewert, 1991, 
p. 364). 
Communicative competence exists as a separate entity 
from the communication itself. The qualities inherent in 
communicative competence are self-realization as an 
individual, the mutual accountability of all parties within 
the communication (reciprocity), and a sense that each 
participant's options in the communication are free of 
constraint. 
Translated into a micro-teach, laboratory situation, 
these qualities take on a specific form. In this research, 
therefore, the realization of communicative competence was 
assessed by determining the participants' attitudes and 
feelings about (a) their overall teaching philosophies, (b) 
the communication factors which contribute to learning in 
the classroom and (c) their personal conceptualization of a 
fully realized curricular implementation. 
Degree of listener elaboration. The determination of 
degree of listener elaboration follows the dictates of 
communication research (Petty & Cacioppo, 1986). 
Introduction of the appropriate tenets of the ELM should 
enhance the likelihood of listener elaboration. In the 
current construct, an individual who is listening to an 
enhanced communication would be more likely to think 
thoughts relevant to the communication (topic-centered) than 
to think thoughts irrelevant to the communication. It was 
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determined that ascertaining the focus and intensity of 
listener thought would indicate the degree to which listener 
thoughts were relevant or irrelevant to the communication. 
Communicator self-perceptions of satisfaction and 
success. Self-reports of perceived satisfaction and success 
have been reliably recorded by ascertaining self-placement 
on five-item, bi-polar adjective, Likert-type scales 
(Mccroskey, 1966). Recent research in persuasion theory 
notes that speaker self-report measures should demand recall 
of perception of satisfaction and success, before, during, 
and after the communication (Michel, 1991b). 
Teaching effectiveness. Listener perceptions of the 
overall effectiveness of the communication, though 
inherently subjective, can be reliably recorded with 
standard educational procedures, using either a letter-grade 
scale or a numerical one to record listener perception of 
overall effectiveness of the lesson. 
Addressing the emancipatory interests of the target 
class. As previously mentioned, an individual's 
emancipatory interests address "our drive to .•. grow and 
develop" (Bullough & Goldstein, 1984, p. 144); how our past 
"influences our current state; and our interests in 
[assessing the worth of knowledge from our own frame of 
reference, or] 
1986, p. 136). 
rational autonomy" (Carr & Kemmis, 
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In this study of classroom communication, these 
emancipatory factors were manifested in the degree to which 
the micro-teacher considered (a) target-student growth and 
development, (b) target-student past experiences with the 
specific topic of the lesson, (c) the general existing 
attitudes of the target student toward the topic and/or 
learning in general, and (d) the target-student as an active 
partner in establishing meaning through the communication. 
Emancipation as a primary reason for teaching. The 
components of emancipation were also applied to more general 
attitudes. The degree to which the teachers were generally 
oriented to the emancipatory interests of students was 
assessed through what can be termed "mission statements:" 
why each prospective teacher wanted to teach; what he or she 
wanted to happen within a learning moment. 
Measurements 
Overview 
The above constructs were measured at three junctures: 
after the micro-teach was designed, immediately after the 
micro-teach was presented, and after all the micro-teaches 
had been completed. These quantitative and qualitative 
measurements were in the form of content analyses of the 
communication design, self-report Likert-type scales, 
thought-listing analyses, and content analyses of open-ended 
interview responses. The instrumentation can best be 
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explained by examining the measurements themselves in the 
order in which they were administered. 
Content analyses of the communication design. After 
the formal lesson plan was completed, the typed summary of 
the "Procedures" phase was content analyzed for deliberate 
inclusion of ELM tenets. This was accomplished by comparing 
the procedural design in both conditions. As inclusion of 
ELM tenets by means of the Justification of Design was not 
introduced in the control group, this measure served as a 
simple validity check on the experimental condition, 
verifying that each experimental subject had indeed 
incorporated appropriate tenets of the ELM in the design of 
the micro-teach communication. 
Communicator Self-Evaluation Form. The speaker self-
evaluation form was designed to record the communicator 
self-perceptions of satisfaction and success mentioned above 
(see "defining the constructs," p. 73). This form 
incorporated McCroskey's (1966) bi-polar competence scales 
(see Figure 3) to determine speaker self-perceptions of 







Figure 3. McCroskey's (1966) bi-polar credibility scales 
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satisfaction and success prior to the communication (items 
1-6), during the communication (item 7 and 9), and after the 
communication (items 8 and 10) (see Figure 4). Results of 
the measure have proven to be 95% reliable. 
Listener Evaluation Form. The Listener Evaluation Form 
incorporated both an overall, numerical grading scale and 
the Mccroskey (1966) competence scales (see Figure 5). The 
overall Evaluation item duplicated the instructor's scale 
for this micro-teach. Its purpose was to study 
differentiation of overall evaluation, according to 
treatment. 
The five item, Likert-type scales in the Affective 
Evaluation were designed to measure listener perceptions of 
communicator competence and the perceived worth of the 
lesson. These dimensions are pivotal in the ELM research 
base (Petty & Cacioppo, 1986). For this ELM integration, 
listener perceptions of communicator competency were 
measured with four bi-polar adjective scales in Item 1. 
Listener perceptions of the worth of the communication 
itself were measured with two bi-polar adjective scales in 
Items 2 and 3 (Mccroskey, 1966) (see Figure 3). 
Thought-listing analysis. One other listener measure 
was administered immediately after each micro-teach. In 
order to determine the degree of listener elaboration, the 




The following items will record your feelings about 
this micro-teaching experience. You will notice that the 
questions ask for your feelings at three (3) different 
intervals during the course of the presentation: before you 
gave the lesson, while you are giving it, and after you have 
finished it. Since the only purpose of this measure is to 
find out how you honestly feel, please be completely candid. 
This measure is anonymous. (So that the results can be 
accurately tabulated, please put your social security number 
in the upper right-hand corner, as indicated.) 
Complete this questionnaire after you are done with your 
micro-teach. 
1. When I first heard that I had to teach a formal lesson 
to this class I was: 
1 2 3 4 5 
AFRAID • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • CALM 
2. Before I started to work on this lesson, I thought 
giving it to the class would be: 
1 2 3 4 5 
DIFFICULT • ••••••••••••••••••••••••••••••••••••.•...••.• EASY 
3. Today, as I came into class, I thought I would do: 
1 2 3 4 
POORLY • ••••••••••••••••••••••••••••••••••••••••••• VERY 
4. Today, as I came into class, I felt that the 
organization of my lesson plan was: 
5 
WELL 
1 2 3 4 5 
INADEQUATE .............................. COMPLETELY THOROUGH 
Figure 4. Speaker Self-Evaluation Form 
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MICRO-TEACHER'S NAME -------- Anonymous Evaluation Form 
overall evaluation On a scale of 25 - 30, I would rate this 
micro-teaching lesson as a: (circle one) 
25 26 27 28 29 30 
Affective-evaluation Please rate this micro-teacher on the 
following dimensions. Circle the number of the scale which 
best represents your opinion. (This rating is completely 
anonymous. Please be candid.) 
There are many personal impressions that teachers give while 
they are teaching content. As a "student" in this person's 
"class," how would your rate this teacher on the following 
characteristics? 
1. Based on my overall impression of this lesson, I think 
students would consider this teacher to be: 
1 2 3 4 5 
UNQUALIFIED •••••••.••••.••..••••••.•.•.••••...•.. QUALIFIED 
1 2 3 4 5 
UNRELIABLE • ••••••••••••••••••.••••...•••..•.....•. RELIABLE 
1 2 3 4 5 
.UNINTELLIGENT ••.•••••••••.••••••••••.••••.•..•• INTELLIGENT 
1 2 3 4 5 
INEXPERT • ••••••••••••••••••••••••••••••••••••.•••... EXPERT 
2. After the lesson, I think students would feel: 
1 2 3 4 5 
UNINFORMED • •.••••••.••••.••.•...•.•.•.•.......•.•. INFORMED 
3. I think students would feel that this information is 
basically: 
1 2 3 4 5 
WORTHLESS • . • • . • • . . • . • • • • • • • • • • . .•••••••.••.••••..• VALUABLE 
Figure 5. Listener Evaluation Form 
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thought-listing analysis was designed to record the focus of 
listener thought during the communication itself (see 
Figure 6). 
It was determined that listener thought during a micro-
teach communication could be focused on one of four 
dimensions: 
1. The micro-teach listener might focus on the micro-
teacher as classmate or peer, where thoughts would focus on 
the communicator in the role of "friend," "fellow sufferer," 
or "person going through a shared, stressful experience." 
2. The listener might focus on the communicator as a 
practicing teacher, using effective or ineffective teaching 
techniques. Here, listener thoughts would focus on the "way 
the micro-teacher is doing in his/her role as teacher." 
3. The micro-teach listener might focus thoughts on 
the topic of the lesson itself, thinking thoughts relevant 
to the topic being addressed by the communicator. 
4. Finally, the listener might focus on things 
unrelated to either the teacher or this particular lesson. 
These thoughts might take the form of, "How long till class 
is over," or personal thoughts concerning activities or 
problems outside of class. 
The third focus condition registered the dependent 





When we watch someone "teach" in a setting like this, 
our actual thoughts can be about any number of things. we 
might think of the teacher as a peer who is going through a 
high-pressure experience or as a "practice-teacher" who is 
displaying strong and weak strategies. We may be thinking 
about the topic being presented or about something unrelated 
to either the teacher or the topic in question. 
You will notice that each statement asks you to record 
how often you found yourself concentrating in the manner 
described. Please respond to each of the following 
statements by placing a check to the left of the word which 
most accurately describes your perspective. 
During the course of this lesson, how often were your 
thoughts concentrated on: 
The "teacher" as a classmate or peer? 
never 
--rarely 
-some of the time 
--most of the time 
--all of the time 
The "teacher" and her teaching techniques? 
never 
--rarely 
--some of the time 
--most of the time 
--all of the time 
The topic of the lesson? 
never 
__ rarely 
some of the time 
--most of the time 
--all .of the time 
Other things unrelated to the teacher or this particular 
lesson (i.e. time till class is over, personal tasks, 
activities, or problems, etc.)? 
_never 
_rarely 
some of the time 
-most of the time 
=all of the time 
Figure 6. Thought-Listing Analysis 
All four focus conditions were organized so that the 
respondents could describe the extent of their thoughts. 
Figure 7 illustrates the standard descriptions of duration 
which were incorporated into the design: 
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Never Rarely Some of the 
time 
Most of the 
time 
All of the 
time 
Figure 7. Standard descriptions of duration used in self-
report measures 
Content Analysis of Open-Ended Interview Responses 
In order to measure the qualities of communicative 
competence, the degree to which the emancipatory interests 
of the target class were addressed, and the extent to which 
each subject viewed student emancipation as a primary reason 
for teaching, a delayed post-test instrument was developed. 
To facilitate response candor and completeness, the 
measurement was designed as an interview with seven open-
ended response questions (see Figure 8). 
In order to secure the complete and candid responses, 
it was decided that subjects should answer all but one of 
the questions in the way that most completely explained 
their perspective; whether in words, images, phrases, 
sentences, or paragraphs. The investigator administered the 
questionnaire orally to facilitate common interpretation of 
the questions and to allow for any necessary clarification. 
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Question 1: Pretend you have finished your degree in 
education and have the job you want. You have a class of 
the age and description you want. You are doing a lesson 
about---=-- (part of your topic-area). Why do you teach 
that lesson? i.e., Why do you get up there? 
Question 2: When you designed this micro-teach, you made 
your choice~ based on certain factors. Did any 
characteristics of your fictional students come to play in 
your decisions? What were they? 
Question 3: What makes students listen to a teacher? 
(listen= pay attention) 
Question 4: What makes students really think about what is 
being taught? (think= turn the topic over in their brains; 
mull it over; consider it) 
NOTE: These two questions were asked as a pair to 
facilitate differentiation between the concepts of listening 
and thinking. 
Question 5: What do you want to happen during a lesson for 
which you are responsible? 
Question 7: On what will you base your choices for your 
final micro-teach? {List as many or as few factors as 
honestly express your orientation to the question.) 
Figure 8. Delayed Post-Test Interview 
Because no parallel measures were found in the 
literature, the rationale for this emancipatory interest 
measure is provided below. 
Emancipatory interest measure. Teacher consideration 
of student emancipatory interests was measured as it related 
to three relevant concerns: (a) the design of this specific 
micro-teach; (b) observations as to what communication 
factors enhance student learning; and (c) general 
orientations toward curricular implementation and teaching. 
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The emancipatory orientation of the recently completed 
micro-teach was addressed in Questions 2 and 6. 
Question 2 asked the subjects what characteristics of 
their target-students actually influenced this procedural 
design. The content analysis recorded the degree to which 
each subject reported considering student emancipatory 
interests during the actual designing of the micro-teach. 
Question 6 addressed the degree to which student 
emancipatory interests played a role in the procedural 
design. In order to record this dimension, subjects were 
asked to recall the influence of all of the major receivers 
of the communication itself. 
Because of the tiered nature of the question, subject 
response to Question 6 required a different response-
structure. Subjects were asked to record the degree to 
which each of the following potential receivers impacted the 
way they had designed their micro-teach. The potential 
receivers were the instructor, this body of your peers, 
and/or fictional classroom (target) students. 
Next to each influence, subjects were asked to use a 
Likert-type scale to record the degree to which each 
consideration was a factor in their design decision. The 
measure is illustrated in Figure 9. Finally, respondents 
were asked to rank the influence of each in their actual 
design decisions as first, second, or third. Here again, 
response validity was facilitated by allowing subjects to 
Instructor 
This body of your peers 
Fictional classroom students 
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Never Rarely To some 
degree 
To a substantial Exclusively 
degree 
Figure 9. Extent of major influences on the micro-teach 
design 
rank any of the three items equally if consideration of 
those factors had indeed been equal. 
The subject's orientation to curricular design in 
general was assessed with Questions 1 and 5. As previously 
stated, the remainder of the delayed post-test responses 
were open-ended. 
Each subject's opinions as to what factors enhance 
lesson-relevant thinking (elaboration) in the classroom were 
solicited in Questions 3 and 4. This question was designed 
to assess the degree to which subjects might have 
established their own correlation between student 
emancipation and effective classroom communication. 
Experimental subjects based their design justifications 
on the premise that the incorporation of appropriate ELM 
strategies would enhance the likelihood that their listeners 
would think about the message (Petty & Cacioppo, 1981). It 
seemed possible, therefore, that this group would be more 
likely to attribute student on-task thinking to 
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communication theory factors. Since student on-task 
thinking is pejorative to emancipation, responses to 
Questions 3 and 4 were analyzed according to density of 
communication and emancipatory interest terminology. 
Question 4 was designed to ascertain the existence of 
an association between emancipation and communication. 
Question 3 was introduced simply to be sure that subjects in 
both treatments understood what was meant by emancipatory 
"thinking" as presented in the ELM, as opposed to merely 
"looking at the teacher and holding still" (i.e., 
"listening"}. 
By asking for the factors on which the subjects would 
base the design of their final micro-teach, Question 7 
assessed the degree to which subjects would consider student 
emancipatory interests in their next micro-teach curriculum 
design. 
Implementation of the Design 
Overview 
The investigator spoke with the instructor prior to the 
beginning of summer "A" term. The basic premise of the 
study was explained. Because of the need for scheduling, 
parity could be maintained only if the morning section was 
manipulated. The morning section of EOG 4321, which met on 
Tuesday, Thursday, and Friday between 8:00 a.m. and noon, 
served as the experimental condition. 
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The instructor requested that both sections ultimately 
receive the benefit of instruction in communication. As a 
result, the communication-enhancement activity was included 
in the class syllabus as "Project" (see Appendix E). No 
time frame for the Project was provided in the syllabus. 
This allowed the unit to be included either before the next-
to-last micro-tech (the experimental condition), or before 
the final micro-teach (the control condition). Students 
were informed that a "colleague" of the instructor's would 
conduct the Project some time during the term. They were 
also told that this project would enhance ability to utilize 
teaching strategies. 
During the data collection and implementation of the 
construct, the investigator held great power. As a result, 
the following ethical guidelines were followed. The 
researcher remained in the role of "guest lecturer" 
throughout the treatment. At no time did she either 
infringe upon the instructor's role or reveal her role as 
experimenter. Confidentiality of data was maintained. In 
the content analysis measure, results were organized by code 
number so that encoders were unaware of subject identity or 
condition membership. Throughout the experiment, the 
analysis, and the publication, anonymity of subjects was 
maintained. 
A post-experimental interview with the instructor 
affirmed the investigator's conclusions. "We [instructor 
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and experimenter] were parts of one unit. The kids were 
completely unaware that an experiment was taking place. we 
were both part of a first formal micro-teaching unit" 
(Instructor, personal communication, June a, 1992). 
Neither class was aware of the difference in schedules. 
with one, non-reactive exception, there was no known 
interaction between the classes. 
Introduction of the Treatment into the Experimental 
Condition 
Three class days before the micro~teaches were to 
begin, the researcher was introduced to the experimental 
class. At this point in the course, the subjects had 
received instruction and small group practice in effective 
curriculum design. The micro-teach in question had been 
assigned, and subjects had decided on the topics of their 
impending micro-teaches. They had also plotted their 
learning objectives for the lesson. 
Session One: Introducing the ELM 
The investigator, unknown to any of the subjects, was 
introduced to the morning class as a colleague from the 
faculty of the School of Communication at the university. 
During this half-hour introductory session, the researcher 
presented the experimental subjects with an overview of the 
ELM, explaining its premises and application to curriculum 
design. 
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The investigator explained that every message is 
communicated by (a) its content (words, and structure) and 
(b) the way in which it is presented {delivery, 
illustrations used, the physical environment in which it is 
presented, etc.). These two aspects of any message were 
designated the central and peripheral routes, respectively. 
Next, the "guest lecturer" discussed the orientation of 
the listeners, the people for whom the message is intended. 
Listeners were described as either {a) motivated or 
unmotivated to think about the message or {b) able or unable 
to think about the message. Examples of each were 
incorporated, basic communication terminology was clarified, 
and applications of the ELM to classroom communication were 
discussed. 
At the close of the introductory session, the Project 
was explained. In order to promote participation in the 
experimental condition while controlling for demand 
characteristics, students were informed that the 30 points 
assigned to the Project in the syllabus would be based 
solely on participation. In other words, subjects were 
awarded the full 30 points if they completed four 
assignments: a basic lesson plan, making appropriate 
selections on the stipulations Chart, incorporating the 
corresponding tenets into their procedural design, and 
completing a Justification of Design to show that the 
process had been applied to this micro-teach. 
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For homework, the experimental subjects were asked to 
design their lesson plans for the upcoming micro-teach and 
bring them to the next class meeting. Subjects were told 
that, after the next two sessions, they would understand how 
to more effectively enhance the communication of knowledge. 
session Two: The Stipulations Chart 
After a brief review of the premises of the ELM, the 
researcher passed out the Stipulations Chart (1991a) (see 
Appendix A). In this summary form, the chart presented 
nearly all of the discrete communication conditions in the 
ELM research base (left column) and identified the 
corresponding tenets that would promote elaboration 
likelihood in those conditions (right column). 
Over the next hour, the research summarized on the 
chart was reviewed and discussed. Applications to classroom 
. communication were also discussed. After a short break, 
subjects were asked to take out their lesson plan designs. 
With the Stipulations Chart in front of them and the ELM 
bases on the board, subjects were asked to respond, in 
writing, to the following scenario: 
"Let's be sure that you are communicating your specific 
topic to your specific audience at a specific moment in 
time." 
"What do you want to communicate? (Fill in the 
specific objectives of your seven minute lesson.) Is your 
lesson focused? can you really communicate this in seven 
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minutes? Can you make it connect? Should you incorporate 
repetition of your points three times? Do you need to use 
three varied expert sources? Is distraction built in, if 
you need it? Is there time to communicate?" 
"To whom are you communicating? Age? Motivation? Is 
this really relevant? Do these particular students get up 
in the morning and say, 'Oh, boy, today I get to learn about 
compounds and mixtures!'?" 
"Are these particular students able to think about this 
topic? Is it novel, or are you adding to a solid knowledge 
base?" 
The experimental group was then instructed to "read 
down the left column of the Stipulations Chart and check off 
those conditions that apply to your communication." Because 
participants sometimes neglect the more generic conditions 
or those which appear again and again, subjects were 
cautioned to check all the conditions that applied to their 
situation, regardless of repetition or generality. During 
this application of communication theory, subjects 
discussed the motivation/ability orientations of their topic 
with the "guest lecturer" and their peers. 
After some 15 minutes, the subjects were asked to list 
and number the right-hand column tenets indicated by their 
condition-choices. Again, discussion was encouraged. 
Subject incorporation of the communication indices was 
accomplished through the Justification of Design (Michel, 
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1991a) (see Appendix B). The procedure was explained, and 
subjects were promised actual justifications to use as 
models for their final products. For homework, subjects 
were asked to complete a two-part assignment: (a) 
incorporate all of the indicated tenets into their 
communication (lesson plan), and (b) complete a rough-draft 
of the design justification. Each subject was encouraged to 
focus his or her topic for maximum communicative effect 
within the time allowed. 
session Three: Justifying Design Choices 
The final two-hour session was devoted to analysis of 
the communication according to the indices of the 
communication theory. Students were placed in groups of two 
and three. After taking out their lesson plans and design 
justifications, the investigator and the subjects conducted 
an overall review of the process: 
"You made a numbered list of the tenets from the right-
hand column of the stipulations Chart. Reread it carefully. 
Do you find any contradictions?" 
Contradictions were briefly discussed as the "lecturer" 
explained that certain stipulations take precedence over 
others. (For instance, a "small group" stipulation would 
indicate using a higher concentration of content, but if its 
members have no knowledge-base for the topic at hand, the 
communicator must introduce the material through a 
peripheral route.) 
102 
A discussion outline was then distributed (see Appendix 
F). It was explained that discussion group members were to 
interact with each designed communication within their 
group. Taking turns, communicators were to justify their 
design choices by discussing the first four outline 
questions with the group. Finally, each subject was asked 
to actually present the communication to the group members. 
The importance of candor and honest interaction, already 
established within the class, was emphasized. Just before 
the activity began, subjects were made aware that this 
process would reveal any inconsistency of logic, lack of 
focus, or need for further augmentation. 
An hour-long interaction followed. The group 
discussions proved to be self-contained, with intra-group 
recommendations and editing according to the indices of the 
communication theory. There was limited use of the guest 
lecturer as a theoretical resource. Students commented that 
their plans were considerably modified by the process, 
citing clarification with visual aids and/or repetition and 
severe editing as the primary recommendations. 
After completing the group analyses of the upcoming 
communications, the subjects were each given a sample 
Justification of Design to guide the formatting of their own 
design justifications. The Procedures step in the lesson 
plan was designated as the focus of theoretical 
incorporation. Finally, subjects were told that their 
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finalized Justifications of Design were due on the scheduled 
day of their micro-teach. 
Data Collection 
In both conditions the micro-teach presentations took 
three days to complete. Throughout the data collection, 
classroom procedures were held constant. This presentation 
was the first formal, graded micro-teach of the term. 
Because of that, it was possible for the experimenter's 
measures to be non-reactively incorporated as "standard 
classroom procedures" for formal micro-teach analysis. 
The researcher was present in both classrooms on the 
first day of the micro-teaches to distribute and briefly 
explain the self-report measures, and to establish a system 
for data collection. This was the first introduction of the 
researcher to the control condition. In the control class 
the instructor introduced the "colleague" as before and 
explained her presence and the measures of communication as 
the beginning "groundwork" for the Project. 
In both conditions, the measures were presented as a 
"means of measuring the communication dynamic in teaching." 
Further explanation was neither provided nor demanded. The 
directions on the Listener Evaluation and Speaker Self-
Evaluation forms were read aloud and the items were 
reviewed. Questions were answered, and importance of cand0r 
was re-emphasized. 
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Although subjects in both conditions were aware that 
this information would ultimately be collected by the guest 
lecturer for the Project, daily collection of both the 
Justification of Design and Likert Scale analyses was done 
by classroom volunteers. Only the open-ended interviews 
were conducted by the researcher. 
As stated earlier, data collection was done at three 
junctures: after the micro-teaches were designed, 
immediately after each micro-teach was presented, and a full 
day after the micro-teach presentations were completed. 
Review of data collection will be summarized accordingly. 
Immediate Post-Analysis of the Communication Design 
Communication designs in both conditions (lesson plans 
in the control condition and identical lesson plans that 
included design justifications in the experimental group) 
were collected as a natural part of the classroom procedure. 
Immediate Post-Tests of Communicative Effectiveness 
Immediate post-tests were color-coded for easy 
identification of group membership. Subjects in both 
conditions followed the printed directions as explained on 
the first day of the micro-teaches. 
At the beginning of every class, Listener Evaluation 
forms were placed on each of the six hexagonal tables. 
Speaker Self-Evaluations were given to those subjects who 
were scheduled to present micro-teaches that day. A 
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classroom volunteer made sure that all class members 
completed evaluations after each presentation. Micro-
teachers were also checked to be certain that the speaker 
Self-Evaluation measure had been completed before the 
speaker viewed his or her video-tape. All of the completed 
measures were collected at the end of the class periods. 
Delayed Measurement of Addressed Student Emancipatory 
Interests 
The micro-teaches were completed on a Wednesday and 
Thursday, respectively. In consideration of internal 
validity, the researcher administered the open-ended 
response interview to both classes on the Friday of that 
same week, after the micro-teach unit had been completed. 
At this juncture, the investigator was known, in 
different capacities, to both classes. Again, introduction 
of the interview measure was tailored to condition. Control 
subjects were told that the information elicited from this 
interview was meant to provide a foundation for their work 
on the Project. Experimental subjects were introduced to 
the interview as the Project's summative measure. 
Prior to the interview itself, the investigator found 
it necessary to focus the subjects' thinking with the 
following discussion questions: 
First, in order to be certain that condition 
experiences were held constant, the investigator began with 
a disclaimer: "Please bear with me as I read you these 
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ideas I want you to consider. I want to be sure that they 
are clear to you, so I've written down exactly what I want 
to say." The remainder of the statements were then read 
verbatim. 
"You've just completed this micro-teaching experience. 
What was it like? What was preparing for it like?" {The 
researcher clarified what was meant by the questions, and a 
brief class discussion of the difference between 
anticipating and presenting the micro-teaches ensued.) 
"You have formed some bases for evaluating effective 
teaching. For example, you have had discussions and 
evaluations after each micro-teach. You have found ways to 
reflect on this experience." (Nonverbal response indicated 
general agreement.) 
"Now, please put your name in the upper right-hand 
corner, and, beneath it, write a.m. (or p.m.] class." 
The interview itself was conducted orally. Questions 
were clarified as necessary. Throughout the administration, 
great care was taken not to lead response behavior (i.e., 
what had been the "communication" in the experimental 
condition was referred to in both groups as "the micro-
teach"). Similar adjustments were made as were deemed 
necessary. over and over again, the importance of recording 
what actually transpired during the designing of the micro-
teach was reinforced. Valuation of the subjects' candid, 
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personal opinions was also reiterated during administration. 
The interview is printed in its entirety in Appendix o. 
As evidenced in the written directions, subjects were 
given the freedom to respond to the questions in any way 
they chose. With a marginal exception in each condition, no 
time limit was put on the answering of any question. (When 
one or two subjects continued to write long essay answers 
after others in the class had been done for one or two 
minutes, the investigator asked, "Who needs another minute 
to finish up?" as an inducement to closure.) 
Generally, there was only a narrow variance of 
administration between the conditions. For the most part, 
the control condition required less clarification than the 
experimental group. Questions about items centered around 
(a) the difference between intended and actual performance 
of the micro-teach, and (b) the vagueness of meaning in the 
first question, "Why do you teach a lesson?" In those 
instances, a focusing example was provided: 
"When you were making choices as to what you would do 
to teach this concept, you based your decisions on certain 
things·" or I I 
"When you get out into the school system, and you have 
the job you want and the students you want ••• you will 
prepare a lesson to accomplish a specific purpose. Why do 
you do that? Why are you up there?" 
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Extensive elaboration was needed in only one instance. 
This dynamic will be analyzed in detail in Chapter 4. 
The responses to the open-ended interview were coded 
according to subject and condition and printed on a 
computer. Copies of the responses were given to each of two 
coders: the investigator and a professor in the School of 
communication. The professor, known to the researcher, was 
familiar with neither the treatment nor the expectations of 
the study. 
Categories were explained according to the Instruction 
Sheet (see Appendix G). Sample ratings were conducted as 
part of coder training. 
After all responses had been analyzed, coder responses 
were categorized according to emancipatory or non-
emancipatroy characteristics (see Appendix H). Coder 
ratings were tabulated, and subject responses were 
categorized as either emancipatory or instrumental. 
Of the 280 interview responses that were analyzed, only 
20 were determined to be indefinite in category membership. 
In these cases, alternating categories were assigned in the 
data listings so as to approximate natural distribution. 
Debriefing 
Subjects in both conditions were debriefed after the 
interviews had been completed and collected. As the 
debriefing was scheduled as the last item of the day's 
agenda, subjects were free to respond to either the 
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experiment or the communication factor at any length they 
chose. Their general reactions have been summarized in 
Chapter 4. 
The two-hour lecture and discussion of the premises of 
the ELM (1986) were then incorporated into the control group 
curriculum as a prelude to the final micro-teach. 
Exclusions in the Implementation of the Design 
An exclusion in the implementation of this design 
should be noted. At no time in either the implementation of 
the design or the collection of the data was a direct 
allusion made to the "emancipation" of students. Neither 
liberation, nor democratic classroom communication, nor any 
other conceptualization of critical theory was introduced 
into the discussions. As is evident in the recounting of 
the dialogue provided earlier, the only possible 
emancipatory concept introduced was that of connecting with 
target students by communicating with them. The only 
references to teacher-student-curriculum interaction were 
inferred within the principles of interpersonal 
communication. 
Chapter 3 Summary 
Two groups of subjects designed and executed a micro-
teach lesson. Each group was assigned to one of two 
communication competence conditions. The experimental group 
designed and executed the micro-teach, incorporating 
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appropriate tenets of communication theory. The control 
group completed the design and execution, but remained 
oblivious to the rationale of communication tenets. 
A behavioral measure (a written "lesson plan" of each 
micro-teach communication} determined the extent of 
utilization of ELM strategies. Subjects, in both the roles 
of audience and speaker, completed a series of affective 
post-tests to record perceptions of communicator 
effectiveness. Finally, subjects completed an open-ended, 
delayed measure to assess the degree to which subjects in 
each group were oriented toward the emancipatory interests 
of their students. 
CHAPTER 4 
ANALYSIS OF DATA 
The results of this research are complex. The effects 
of communication tenets upon curriculum design choices, 
affective self-report measures at a variety of levels, and 
the consideration of emancipatory interests are often 
mutually evident within a number of measures. For that 
reason, the data will be analyzed sequentially. It is felt 
that review of the findings according to the administration 
of the quantitative and .qualitative measures will provide 
the most succinct organization of the research results. The 
analysis is therefore organized according to the post design 
measure, the immediate post-tests (listener and self-
evaluative), and the delayed interview post-test. 
Immediate. Post-Design. Content Analysis of the 
Communication 
All subjects submitted a formal lesson plan to the 
course instructor. As expected, content analysis of the 
lesson plans showed that all students in the experimental 
condition purposefully incorporated the tenets of 
communication theory into their discrete curriculum designs 
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by means of the Justification of Design. No such purposeful 
incorporation existed in the lesson plans of the control 
group. 
Immediate Post-Test Listener Evaluations 
Responses to Affective Evaluations of Communicators 
The immediate post-test listener evaluations assessed 
each communication on four levels: by an overall numerical 
evaluation, or grade; by evaluating the competency of the 
communicator; by recording the effectiveness of the lesson; 
and, by noting the perceived worth of the lesson. 
-
overall numerical evaluation. Subjects were required 
to grade each lesson on a scale from 25 to 30. Analysis of 
overall evaluation is presented in Table 1. 
TABLE 1 
OVERALL EVALUATION OF COMMUNICATOR 
SUM OF MEAN 
SOURCE SQUARES OF SQUARE F SIG 
Between Groups 1.1594 1 1.1594 3.1916 .0820 
Within Groups 13.8040 38 .3633 
ETA= .2784 ETA Squared = .0775 
Experimental Group Mean = 28.3125 
Control Group Mean = 28.6530 
Analysis of this response shows no significant 
difference according to treatment. The difference between 
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the means approached significance, as subjects in the 
control group rated their peers higher than did subjects in 
the experimental condition. 
Evaluation of communicator competence. The analysis of 
listener perceptions of communicator competency is presented 
in Table 2. Response to the Likert-type measure (see Figure 
5) of the Mccroskey (1966) competency dimensions (see Figure 
3) did not differ by condition. The majority of subjects in 
both conditions rated the communicators in their respective 
classes as qualified, reliable, intelligent, and expert. 
TABLE 2 
COMPETENCY SCORE 
SUM OF MEAN 
SOURCE SQUARES DF SQUARE 
Between Groups .2031 1 .2031 
Within Groups 3.1420 38 .0827 
ETA = .2464 ETA Squared 
Experimental Group Mean = 4.4385 




Evaluation of communication effectiveness. The 
SIG 
.1254 
analysis of listener ratings of the effectiveness of the 













EFFECTIVENESS OF LESSON 
SUM OF MEAN 
SOURCE SQUARES DF SQUARE 
Between Groups 1.1492 1 1.1492 
Within Groups 5.8914 38 .1550 
ETA = .4040 ETA Squared 
Experimental Group Mean = 4.2100 





While ratings in both conditions were consistently high 
{means= 4.2100; 4.5490). response to the Likert-type scale 
showed that listeners in the control condition rated 
discrete communications as significantly more informative 
than did listeners in the experimental condition. 
Evaluation of worth of the communication. Analysis of 
subjects' evaluations of the worth of each communication, 
according to condition, is presented in Table 4. 
The lessons in the control condition were also judged 
to be more worthwhile than those of the experimental 
condition. Although both means indicated favorable ratings 




WORTH OF LESSON 
SUM OF MEAN 
SOURCE SQUARES OF SQUARE F SIG 
Between Groups 2.1160 1 2.1160 10.9578 .0020 
Within Groups 7.3380 38 .1931 
ETA= .4731 ETA Squared= .2238 
Experimental Group Mean= 4.0155 
Control Group Mean = 4.4755 
Thought-Listing Responses During the Communications 
The focus of each listener's thoughts during the micro-
teach was recorded by means of a Likert-type scale designed 
by the investigator (see Figure 6). Focus of thought was 
recorded according to the amount of time, if any, that each 
listener thought about (a) the speaker as peer, (b) the 
speaker as a practicing teacher with effective and 
ineffective techniques, (c) the topic of the lesson itself, 
and (d) thoughts unrelated to either the speaker or the 
lesson. 
There was no significant difference between thought-
listing conditions on any level. Tables 5 through 8 show, 
however, that the greatest intensity of focus of thought was 
on the topic itself (see Table 7), with means of 4.11 and 
3.95, in the experimental and control groups respectively, 
showing that attention was focused on the topic of the 
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TABLE 5 
THOUGHT LISTING A: SPEAKER AS PEER 
SUM OF MEAN 
SOURCE SQUARES DF SQUARE F SIG 
Between Groups .0058 1 .0058 .0662 .7984 
Within Groups 3.3084 38 .0871 
ETA = .0417 ETA Squared = .0017 
Experimental Group Mean = 2.4285 
control Group Mean = 2.4045 
TABLE 6 
THOUGHT LISTING B: SPEAKER AS PRACTICING TEACHER 
SUM OF MEAN 
SOURCE SQUARES DF SQUARE F SIG 
Between Groups .0078 1 .0078 .1239 .7268 
Within Groups 2.4054 38 .0633 
ETA = .0570 ETA Squared = .0032 
Experimental Group Mean = 3.3080 
Control Group Mean = 3.3360 
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TABLE 7 
THOUGHT LISTING C: TOPIC ITSELF 
SUM OF MEAN 
SOURCE SQUARES DF SQUARE F SIG 
Between Groups .0160 1 .0160 .1004 .7531 
within Groups 6.0550 38 .1593 
ETA = .0513 ETA Squared = .0026 
Experimental Group Mean = 3.8650 
control Group Mean = 3.9050 
TABLE 8 
THOUGHT LISTING D: UNRELATED THOUGHTS 
SUM OF MEAN 
SOURCE SQUARES DF SQUARE F SIG 
Between Groups .0090 1 .0090 .0621 .8045 
Within Groups 5.5070 38 .1449 
ETA = .0404 ETA Squared = .0016 
Experimental Group Mean = 1.8550 
Control Group Mean = 1.8250 
lesson "most of the time" (see Figure 6). The results in 
Table 5 show that the speaker was thought . about in his/her 
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role as peer "rarely" to "some of the time." As evidenced 
in Table 6, the communicators in both conditions were 
thought of as practicing teachers with effective or 
ineffective techniques "some of the time." Thoughts 
unrelated to the speaker or lesson were reported least, as 
illustrated in Table 8, with means reflecting a report of 
just below "rarely." 
Immediate Post-Test Self-Evaluation 
subjects completed a self-evaluation of their own 
micro-teaching experience immediately after it was completed 
(see Figure 4). The 10 items in the instrument measured 
attitudes concerning the communication at three intervals: 
before, during, and after the actual communication. Tables 
9 through 18 summarize subject responses to the Likert-type 
affective scales according to condition membership. 
While there was no significant difference between the 
treatments in any of the self-evaluation items, the table 
means provide indications as to the orientations of the 
subjects to the micro-teaching experience. 
Before the Micro-Teach 
Subjects recorded that, before the micro-teach itself, 
they were more afraid than calm (see Table 9). Subjects 
thought that giving the micro-teach to the class would be 
more difficult than easy (See Table 10). As they came into 
class that day, subjects anticipated doing moderately 
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TABLE 9 
PLANNING AFRAID/CALM LIKERT 
SUM OF MEAN F F 
SOURCE SQUARES OF SQUARE RATIO PROB 
Between Groups .4704 1 .4704 .3603 .5508 
Within Groups 73.1158 56 1.3056 
Total 73.5862 57 
Experimental Group Mean = 2.6000 
control Group Mean = 2.7895 
TABLE 10 
PLANNING DIFFICULT/EASY LIKERT 
SUM OF MEAN F F 
SOURCE SQUARES OF SQUARE RATIO PROB 
Between Groups .0074 1 .0074 .0060 .9385 
Within Groups 68.4237 56 1.2219 
Total 68.4310 57 
Experimental Group Mean = 2.5500 
Control Group Mean = 2.5263 
TABLE 11 
ANTICIPATION POORLY/WELL LIKERT 
SUM OF MEAN 
SOURCE SQUARES OF SQUARE 
Between Groups .7848 1 .7848 
Within Groups 52.1289 56 .9309 
Total 52.9138 57 
Experimental Group Mean = 3.3500 





ORGANIZATION INADEQUATE/THOROUGH LIKERT 
SUM OF MEAN F 
SOURCE SQUARES OF SQUARE RATIO 
Between Groups 2.1242 1 2.1242 3.0942 
Within Groups 38.4477 56 .6865 
Total 40.5690 57 
Experimental Group Mean = 3.6500 










PERCEPTION OF LESSON AS WORTHLESS/VALUABLE LIKERT 
SUM OF MEAN F F 
SOURCE SQUARES DF SQUARE RATIO PROB 
Between Groups .6556 1 .6556 1.1759 .2828 
Within Groups 31.2237 56 .5576 
Total 31.8793 
Experimental Group Mean = 4.2500 
Control Group Mean = 4.4737 
TABLE 14 
ANTICIPATION OF INEFFECTIVENESS/EFFECTIVENESS LIKERT 
SUM OF MEAN F F 
SOURCE SQUARES DF SQUARE RATIO PROB 
Between Groups .1601 1 .1601 .2235 .6383 
Within Groups 40.1158 56 .7164 
Total 40.2759 57 
Experimental Group Mean = 4.1000 
Control Group Mean = 4.2105 
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TABLE 15 
DURING CLASS REPORT UNINVOLVED/INVOLVED LIKERT 
SUM OF MEAN F F 
SOURCE SQUARES DF SQUARE RATIO PROB 
Between Groups .0711 1 .0711 .0852 .7715 
Within Groups 46.7737 56 .8352 
Total 46.8448 57 
Experimental Group Mean = 4.1000 
Control Group Mean = 4.0263 
TABLE 16 
POST PRESENTATION DISSATISFACTION/SATISFACTION LIKERT 
SUM OF MEAN F F 
SOURCE SQUARES DF SQUARE RATIO PROB 
Between Groups .1920 1 .1920 .1379 .7118 
Within Groups 77.9632 56 1.3922 
Total 78.1552 57 
Experimental Group Mean = 3.8000 
Control Group Mean = 3.9211 
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TABLE 17 
DURING CLASS PERCEIVED AS UNINVOLVED/INVOLVED LIKERT 
SUM OF MEAN F F 
SOURCE SQUARES DF SQUARE RATIO PROB 
Between Groups .0044 1 .0044 .0051 .9434 
Within Groups 48.8921 56 .8731 
Total 48.8966 57 
Experimental Group Mean = 4.1500 
control Group Mean = 4.1316 
TABLE 18 
OVERALL SELF EVALUATION OF INEFFECTIVE/EFFECTIVE LIKERT 
SUM OF MEAN F F 
SOURCE SQUARES DF SQUARE RATIO PROB 
Between Groups .1049 1 .1049 .1263 .7236 
Within Groups 46.5158 56 .8306 
Total 46.6207 57 
Experimental Group Mean = 3.7000 
Control Group Mean = 3.7895 
well (see Table 11). While there was a greater disparity of 
response concerning the adequacy of their organization, 
subjects tended to feel more adequately than inadequately 
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organized (see Table 12). In general, subjects felt that 
what they had to say was more valuable than worthless (see 
Table 13). In both groups, they thought they would be able 
to communicate their chosen concepts more effectively than 
ineffectively (see Table 14). 
During the Micro-Teach 
During the micro-teach itself, subjects reported their 
ability to communicate with the subject-listeners on two 
levels. When asked, "if class members are anonymously asked 
if they actually paid attention to [your] lesson" (see 
Figure 4), subjects indicated that the class would say they 
were more involved than uninvolved (see Table 15). When 
asked in Item 9 what their own perceptions of the class's 
involvement were, subjects reported that they perceived the 
class to be more involved than uninvolved (see Table 17). 
After the Micro-Teach 
Subjects reported that, after the micro-teach was 
completed, they felt slightly more satisfied than 
dissatisfied (see Table 16). In rating their own overall 
effectiveness, subjects judged themselves to be slightly 
more effective than ineffective {see Table 18). 
At no juncture in the measure was there a conditional 
difference of self-orientation toward the communication. 
The only difference that approached significance is shown in 
Table 12 {F = 3.0943, p < .0840), indicating that the 
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experimental subjects felt slightly less organized than did 
the control subjects. 
Delayed Post-Test 
The delayed post-test assessed the degree to which 
emancipatory interests of target-students influenced subject 
attitudes toward curricular implementation and actual 
curricular design. 
The interview measure was conducted a full day after 
all the micro-teaches had been completed, and was comprised 
of eight items. All the items but one were qualitative, 
open-ended-response questions. Item 6, however, was a 
quantitative measure of emancipatory consideration, 
administered within the interview itself. 
Extent of Influence Measure 
Item 6 addressed the degree to which target-students' 
emancipatory interests affected procedural design on two 
levels. First, the extent to which the expectations of (a) 
the actual course instructor, (b) classroom peers, and (c) 
the characteristics of target-students influenced the design 
of the micro-teach was assessed on a five-item Likert-type 
scale (see Figure 7). 
Extent of Instructor's influence. Table 19 summarizes 
subject responses as to how much their micro-teach designs 
were influenced by the course instructor. 
The degree to which the course instructor was reported 
to influence the micro-teach design varied significantly 
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TABLE 19 
EXTENT OF INSTRUCTOR'S INFLUENCE 
SUM OF MEAN F F 
SOURCE SQUARES DF SQUARE RATIO PROB 
Between Groups 4.0722 1 4.0722 8.2743 .0068 
Within Groups 17.2251 35 .4921 
Total . 21.2973 36 
Experimental Group Mean = 2.9474 
Control Group Mean = 3.6111 
between conditions. The control group mean (mean= 3.61) 
indicated that the instructor influenced design choices 
closer to "a substantial degree" (see page 84 in this 
document), while the experimental group recorded being 
influenced by the instructor "to some degree." 
Extent of peer influence. Table 20 illustrates the 
extent to which classroom peers influenced curriculum design 
choices. Here, a significant difference between conditions 
is approximated (p <. 0698). Paralleling the above results, 
the experimental group's curricular design choices were less 
influenced by peers than those in the control condition. 
Extent of target-student influence. Table 21 
summarizes the degree to which subjects reported being 
influenced by the characteristics of their specific target-
students. 
TABLE 20 
EXTENT OF PEER INFLUENCE 
SUM OF MEAN F 
SOURCE SQUARES DF SQUARE RATIO 
Between Groups 2.3379 1 2.3379 3.4981 
Within Groups 23.3918 35 .6683 
Total 25.7297 36 
Experimental Group Mean = 3.0526 
control Group Mean = 3.5556 
TABLE 21 




Between Groups 1.3770 
Within Groups 14.9474 
Total 16.3243 
Experimental Group Mean 





















Again, the extent of influence results approach 
significance, but fall short of acceptable levels of 
acceptable levels of probability. In reporting the degree 
to which they were affected by target-student 
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characteristics, results continued their directional trend. 
This variable had a greater influence on design decisions in 
the experimental group than it did in the control condition. 
Rank of I n fluence Measure 
In th~ second part of Item 6, subjects completed a 
simple ranking of the above influences. Respondents 
indicated the comparative importance of the three impetti by 
rating them as first, second, or third in actual influence. 
Where it would more accurately denote the experience of the 
respondent, perception of equal influence was noted with 
equal ranking. These non-equal interval data were analyzed 
by means of a Mann-Whitney-U Test. 
Rank of Instructor's influence. The rank of 
instructor's influence across conditions is illustrated in 
Table 22. There was no significant difference in the 
valuation of the instructor's influence between the two 
groups. The control group (mean= 1.8333} indicated that 
the instructor's impact had the most influence on their 
design decisions, and the experimental group (mean= 2.1053) 
rated the instructor's influence as second in importance. 
The statistical weight of the means, however, showed that 
the differentiation according to condition was 
insignificant. 
Rank of peer influence. Tbe rank of peer influence 
across conditions is illustrated in Table 23. No 




RANK OF INSTRUCTOR'S INFLUENCE 
CORRECTED FOR TIES 
u w EXACT 2-TAILED P Z 2 TAILED-P 
137.5 308.5 .3127 -1.0890 .2761 
Experimental Group Mean= 2.1053 
control Group Mean = 1.8333 
TABLE 23 
RANK OF PEER INFLUENCE 
CORRECTED FOR TIES 
u w EXACT 2-TAILED P Z 2 TAILED-P 
142.0 313.0 .3909 -.9635 .3353 
Experimental Group Mean= 2.4211 
Control Group Mean = 2.1667 
Both the control group {mean= 2.1667) and the experimental 
group (mean= 2.4211) ranked this dimension as third in 
actual influence . 
130 
Rank of target-student influence. Table 24 summarizes 
the statistical comparison of rank of target-student 
influence between the two groups. In this dimension, 
experimental subjects (mean= 1.3158) decisively rated 
target-student characteristics as the greatest influence on 
their design decisions, a significant difference from the 
second place ranking given in the control condition (mean= 
1.889). 
TABLE 24 
RANK OF TARGET STUDENT INFLUENCE 
CORRECTED FOR TIES 
u W EXACT 2-TAILED P Z 2 TAILED-P 
110.0 403.0 .0656 -2.1461 .0319 
Experimental Group Mean= 1.3158 
Control Group Mean = 1.8889 
Open-Ended Interview Responses 
The qualitative data elicited by the delayed post-test 
interview was content analyzed according to the 
instrumental/emancipatory categories outlined in Chapter 3 
(pages 84-88) and subjected to Chi-square analysis. 
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To review the instrument (see Appendices o and G), 
responses which were determined to reflect: (a) a student-
driven curriculum design; (b) reference to target-students 
in terms of their unique orientation toward the topic in 
question; (c) the teacher role as that of guide; and, (d) 
the student role as that of partner in the learning process, 
were labeled as emancipatory statements. Other categories 
reflected an instrumental orientation. 
The six items in the qualitative interview instrument 
addressed both general subject orientation toward curricular 
implementation and specific orientation to a discrete 
curricular design, as evidenced in the completed micro-
teach. Subject responses to Questions 1 through 5 and 7, 
will be analyzed according to the order of their 
administration. 
In order to provide the reader with a point of 
reference for the actual subject responses, sample responses 
from each condition will serve to define the responses to 
each question. Three responses are provided for each 
condition, two from each treatment's prevailing response 
orientation and one from the minority perspective. 
Question 1: Why do you teach. Over half of the 
experimental subjects responded with emancipatory 
terminology, while the control group responses were almost 
exclusively instrumental in nature (see Table 25A). The 
11:8 ratio of emancipatory to instrumental responses in the 
STUDENT 
TABLE 25A 





El "I want my students to understand patterns in 
history, to better understand life today, and to be 
able to predict patterns in the future. This pattern 
of studying and applying it ••• , I hope would help 
my students become more involved in their lives and 
their world. I would hope that .•. teaching they 
would become more active and less passive." 
(Emancipatory) 
E2 "Because it is of great importance to their future 
knowledge and it will help them developmentally, 
emotionally, and socially. I am there to encourage . 
. • and support them so that they will be able to 
experience the quality of education that each child 
should participate in." (Emancipatory) 
E3 "I want to motivate people to respect knowledge and 
appreciate its value. If I can't achieve that, the 
worst case scenario is that they enjoy the lesson so 
much that they retain the knowledge by mistake, even 









is something I think the children need to 
Maybe because I want them to learn it. It is 
to give information that can be useful to 
(Instrumental) 
"The reason for teaching is to mold basic values and 
attitudes of students. Transmission of the actual 
information taught in class is also important, but 
plays a secondary role [to molding values] . . " 
(Instrumental) 
·"The drive to make the learning of things that will 
be helpful more fun and challenging! Everyone can 
learn, given positive reinforcement and good 
motivation. Children need to be taught and allowed 
to think, not memorize. Children need to be taught 
to find those resources [of learning] and to care 
to." (Emancipatory) 
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experimental condition differed significantly from the 2:16 

























Question 2: What characteristics of your target students 
do you consider in designing this micro-teach? Table 26A 
summarizes subject responses to interview Question 2. 
Responses to this question were polar according to condition 
membership (see Table 26B). The ratio of emancipatory to 
instrumental responses in the experimental condition was 
16:3. The reverse was true in the control group, where a 
response ratio of 3:15 showed a highly significant 
..,, 
TABLE 26A 
WHAT CHARACTERISTICS OF YOUR TARGET STUDENTS DID 





El "Short attention span; need for important information 
they can use; the need to use peripherals in order to 
get a point across; their desire at that time to 
learn; their need for equality, respect, and interest 
in them." (Emancipatory) 
E2 "I knew the class would not be open to my topic. 
Knowing this, I addressed their preconceptions and 
made them address their feelings before actually 
getting into the work. I didn't want to play 
'teacher,' instead I wanted to be a guiding figure, a 
leader who is one of the class." (Emancipatory) 
EJ "College-bound high school class; avoid using a lot 
of visuals and distractions so the students could 
concentrate on taking notes." (Instrumental) 
CONTROL CONDITION 
Cl "Age group of class; second graders love to build 
things." (Instrumental) 
C2 "Some of the students are slow at learning and I will 
have students coming up to the board. Students like 
to move around. It keeps them awake." 
(Instrumental) 
CJ "The language used; the manner of questioning; the 
part of my lesson that they were experiencing every 
day and how it related; how they could fit 'into' the 
lesson and not visa versa." (Emancipatory) 
TABLE 26B 
WHAT CHARACTERISTICS OF YOUR TARGET STUDENTS DID 
YOU CONSIDER IN DESIGNING THIS MICRO-TEACH 
(STATISTICAL ANALYSIS) 
CONDITION 
TREATMENT EMANCIPATORY INSTRUMENTAL 
Experimental 16 3 
Control 3 15 
Column 19 18 
Total 51.4 48.6 
Chi-Square Value = 16.88004; p <. 00004 
difference between the group who was oriented in 
communication and the condition which was not exposed 










Questions 3 and 4: What makes students listen/think? 
The response results of Questions 3 and 4 are more 
meaningful if discussed in tandem, as subjects were 
presented with these items as a logical pair, 
differentiating between the quality of simply "paying 
attention" implied in Question 3 and the "turning over of 
topic-related thoughts in a student's mind" referred to in 
Question 4 (see Tables 27A and 28A). Tables 27B and 28B 
present the statistical analysis of subject responses to 
both questions in turn. 
STUDENT 
TABLE 27A 




El "How interesting the teacher is, how dramatic, 
personal, 'real.' " (Instrumental) 
E2 "Tone of voice; movement around room; topic." 
(Instrumental) 
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E3 "If a teacher shows interest in them, listens to and 
respects them, treats them as equals, tried to relate 
to them, makes [the topic] relevant to them, seems 
excited and interested and energetic." (Emancipatory) 
CONTROL CONDITION 
Cl "A good voice; enthusiastic about class and subject; 
teacher who keeps class on their toes with questions, 
etc. 'It will be on the test.'" (instrumental) 
C2 "If teacher is excited about the lesson; if teacher's 
voice is interesting and loud, not monotone." 
(Instrumental} 
C3 "Voice projection; whether or not you talk to them as 
peers or if you just 'teach' them." (Emancipatory} 
TABLE 28A 






El "If students have to choose between one way of doing 
things and another way, this will effect the person's 
life." (Emancipatory) 
E2 "Student interest in the subject; how involved they 
are, the relevance to their lives, their attitude." 
(Emancipatory) 
E3 "Energy; dramatization of teacher." (Instrumental) 
CONTROL CONDITION 
Cl "Teacher doesn't accept less than what teacher knows 
the students can give. A teacher who challenges, 
questions daily; not so much tests daily." 
(Instrumental) 
C2 "If students are actively involved in the lesson; if 
students are expected to participate, contribute." 
(Emancipatory) 
TABLE 27B 
WHAT MAKES STUDENTS LISTEN IN A CLASSROOM 
{STATISTICAL ANALYSIS) 
CONDITION 
TREATMENT EMANCIPATORY INSTRUMENTAL 
Experimental 6 13 
Control 1 17 
Column 7 30 
Total 18.9 81.1 
Chi-Square Value = 4.08071; p <. 04338 
TABLE 28B 
WHAT MAKES STUDENTS THINK ABOUT LESSON MATERIAL 
(STATISTICAL ANALYSIS) 
CONDITION 
TREATMENT EMANCIPATORY INSTRUMENTAL 
Experimental 16 3 
Control 25 9 
Column 67.6 32.4 
Total 18.9 81.1 



















Experimental subjects responses to Question 3 displayed 
a 6:13 ratio of emancipatory to instrumental categorization. 
While the responses of both groups indicated an instrumental 
orientation to what it is that makes a student listen, the 
experimental group's pattern of response was still 
significantly different (p < .04338) from that of the 
control condition, whose ratio was 1:17. 
In considering what factors cause a student to think 
about lesson material, however, both conditions responded 
from a decidedly emancipatory frame of reference. 
Experimental subjects attributed emancipatory concerns with 
affect on topic-relevant thinking at a ration of 16:3. 
While statistical comparison of the two groups yielded a 
significant difference (p < .02629), 50% of the control 
subjects indicated that emancipating the individual student 
would facilitate thinking at a response rate of 9:9. 
Question 5: What do you want to happen during a lesson 
you teach? There is no significant difference of response 
between the two conditions in this measure (p < .12871) (see 
Tables 29A and 29B). In responding to this measure of each 
subject's philosophical orientation to the learning moment, 
the subjects in both groups indicated valuation of their 
students' emancipatory interests. Experimental subjects' 
responses were categorized as 15:4 in their emancipatory vs. 
instrumental allusions. Control subjects' responses 
140 
TABLE 29A 
WHAT DO YOU WANT TO HAPPEN DURING A LESSON YOU TEACH 
(SUBJECT RESPONSES) . 
STUDENT QUOTE 
EXPERIMENTAL CONDITION 
El "To transform words into actions." (Emancipatory) 
E2 "Think tank; atmosphere of open-mindedness, yet with 
a control factor; broad approach to the learning 
process [i.e., more then lecture or handouts or 
outlines ... as in blah, blah, blah]." 
(Emancipatory) 
E3 "To ... get excited after I've taught a lesson; 
visual aids; energy and dramatization of the 
teacher." (Instrumental) 
CONTROL CONDITION 
Cl "Student involvement and enthusiasm; students obtain 
knowledge, but like it; imagination explored; 
creativity used." (Emancipatory) 
C2 "Students participate; show knowledge of topic when 
asked questions; answer probing questions if they 
don't know an answer; show sincere eagerness to 
learn." (Emancipatory) 
C3 "Students like [grasp) it; respond with question; 





WHAT DO YOU WANT TO HAPPEN DURING A LESSON YOU TEACH 
(STATISTICAL ANALYSIS) 
CONDITION 
TREATMENT EMANCIPATORY INSTRUMENTAL 
ROW 
TOTAL 
Experimental 15 4 19 
51.4 
control 10 8 18 
48.6 
Column 25 12 37 
Total 67.6 32.4 100.0 
Chi-Square Value = 2.30799; p < .12871 
registered in the same direction, with an emancipatory to 
instrumental ratio of 10:8. 
Question 7: On what will you base your classrooms for 
your next micro-teach? Table 30A provides representative 
responses, and Table 30B summarizes the Chi-square analysis 
of the responses to this measure of ·subject's intentions of 
applying emancipatory considerations in the upcoming micro-
teach design. Experimental subjects were significantly more 
oriented toward the emancipatory interests of target 
students in their plans for the next curricular design than 
were control subjects in this measure. There was a highly 
significant differentiation of response according to 
condition (p < .00008). Experimental subjects cited 
emancipatorially-based design intentions at a ratio of 13:6. 
TABLE JOA 






El "I will base my choices on my students. For example, 
my lesson will be directed to newspaper staff 
journalism students. They chose to be on staff. I 
want to choose a lesson that will motivate them to 
use their own personal values to decide on article 
content. I want to think more about what students 
need and less about what my peers [in this Teaching 
Strategies class] think is creative and 'fun.' I 
don't want to be so concerned with impressing my 
peers with games that I miss the whole purpose of my 
lesson with regard to my fictional class." 
(Emancipatory) 
E2 "Base my choices according to Justification of Design 
and the class." {Emancipatory) 
EJ "My ability to control my information and the 
classroom; I think the class will find this topic 
interesting. At their age they would want to listen 
and participate." {Instrumental) 
CONTROL CONDITION 
Cl "How am I most comfortable in front of the class? 
How students respond to me in front of the 
class ... ?" (Instrumental) 
C2 "I have no idea what this question means. [I make my 
decisions based on the lesson.'." (Instrumental) 
CJ "They are young and like to play with things. They 
are innately curious. (I'll] encourage them to ask 
questions and formulate hypotheses. I will research 
the capability level (of the students]." 
(Emancipatory) 
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subjects in the control group were, conversely, 
instrumentally-oriented toward these general and specific 
constructs. 
In a measure of subject perspective on learning, when 
asked "what makes a student listen (i.e., pay attention), 11 
both conditions indicated instrumentally-oriented factors. 
Adding the dimension of "what makes students think (i.e., 
turn a topic over in their minds)," subjects, although 
differing significantly in the established directions 
I 
shifted to a more emancipatory causal attribution. 
The sole emancipatory categorization across conditions 
was in response to the measure of each subject's 
philosophical, idealized orientation to the learning moment. 
In the immediate post-test measures, control subjects 
were perceived as more effective and their messages more 
worthwhile. Other measures of perceived competence, 
listener thought, and speaker anticipation and perception of 
satisfaction and success yielded no significant differences 
according to treatment. These results, contrary to the 
findings of previous communication studies, were attributed 
to either "higher critical standards" that may have resulted 
in the experimental condition or a supers.eding 
"conspicuousness effect" produced by the first, graded 
micro-teach scenario. 
As a whole, the direction of the data illustrated a 
direct relationship between enhancement of communicative 




DISCUSSION, IMPLICATIONS, AND RECOMMENDATIONS 
FOR FURTHER RESEARCH 
Discussion 
Subject responses to the quantitative and qualitative 
measures implemented throughout the_ treatment provided a 
wealth of data. Respondents reacting as planners, 
communicators, and listeners reflected their perspectives 
from both participative and reflective modes. As a result, 
valuable conclusions can be reached about the hypotheses and 
research questions posed at the outset of this research. 
Hypothesis 1: Subjects who listen to the ELM-enhanced 
micro-teaches will find those communications more credible. 
effective. and worthwhile than will control subjects who 
reflect on the unenhanced micro-teaches 
Analysis of the listener, immediate post-tests 
indicated that there was no difference in either the overall 
evaluations of communicators or the perceptions of speaker 
credibility, according to condition membership. The data 
failed to confirm Hypothesis 1. In fact, communicator 
effectiveness and the perceived worth of the communication 
itself were assessed more positively in the control 
condition than they were in the experimental one. The 
reliable indications of 
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the ELM research base, however, strongly indicate that 
communication which is affected by appropriate theoretical 
tenets will enhance these dynamics. 
By examining the implementation of the ELM within the 
experimental environment, the class personalities of the two 
samples, and the effect of the treatment itself, several 
explanations of the diametric opposition of the extant 
research and the current data become apparent. 
First, examination of the research findings suggests 
that, if the condition responses did not differ according to 
established, predictive ELM indices, then the tenets were 
either never implemented, or they were superseded by a more 
affecting dynamic. The picture provided by all of the data 
and the investigator's knowledge of this particular 
communication setting suggests the plausibility of both 
explanations. 
There is a distinct difference between employing ELM 
tenets and operationalizing them. Typically, in an 
undergraduate interpersonal communication course (the ' 
setting in which this strategy was first tried), the ELM has 
not been introduced until the students have presented two 
speeches. The first speech has traditionally dealt with the 
conspicuousness of the "first speech" situation. The second 
opportunity has then enabled each student to sense the 
interaction dynamic inherent in communicating with a 
specific group of people at a specific point in time 
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(Michel, 1991a). Only after these obstacles have been 
surmounted has communication theory been introduced. As a 
result, the communication student has incorporated the 
strategies within a more unencumbered environment. As a 
result, he or she has been able to absorb, implement, and 
operationalize the appropriate tenets. 
In the present case, operationalization of ELM tenets 
may have been precluded by the more volatile dynamics of 
conspicuousness and discomfort inherent in a first, graded-
speech situation. It is arguable that this is what happened 
in the present case, and the argument is born out by two 
indicators. 
That the communication tenets were employed by the 
experimental subject is proven in the content analysis of 
the group curriculum designs. It is the operationalization 
of the tenets that is in question. 
The course instructor reported that the class comments 
(which were part of the immediate, group oral analysis of 
each micro-teach) showed that the primary concerns of all 
micro-teachers were conspicuousness and the presence of the 
video camera (Instructor, personal communication, 1992). 
Within these "first speech" dynamics, it is possible that 
the effect of the ELM was superseded by apprehension of a 
comparatively novel experience. If implemented later in the 
term, this apprehension would become a negligible factor 
after a series of communication experiences. 
I 
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A second explanation is also possible. The course 
instructor reported that the control group was the more 
animated of the two . "They were more dynamic, gregarious. 
I knew that from the first day of class. [They were] live 
wires" (Instructor, personal communication, 1992). As 
dynamism is• directly related to perceptions of competency, 
effectiveness, and worth (Mccroskey, 1966), it is possible 
that the greater natural dynamism of the control subjects as 
a whole overtook the effect of the theoretical 
implementation. 
A final explanation is also viable. Because the 
experimental group was instructed in the ELM and put 
concentrated classroom and homework hours into implementing 
its tenets, allegiance to its precepts and valuation thereof 
may have caused the experimental group to adopt higher 
critical standards than those of the control group. The 
effect of the treatment may have sophisticated the 
evaluative criteria. Further elaboration may serve to 
explain. 
The control group was given very little preliminary 
instruction as to the qualities which constituted an 
effective micro-teach. They, like the experimental group, 
were shown a video tape of three sample micro-teaches. As a 
class, they commented on the video examples in terms of the 
amount of content covered and the general clarity of the 
presentations (Instructor, personal communication, 1992) • 
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The experimental group, on the other hand, had 
experienced the "Project" group discussion process. 
"Dry runs" of discrete micro-teaches were conducted within 
small peer groups, where designs were examined in detail for 
faithfulness to the dictates of the ELM, incorporation of 
central and/or peripheral indices, and clarity of 
explanation (see Appendix F). In addition, experimental 
micro-teaches typically included music, a variety of visual 
aids (which had to be shown and covered as the focus of the 
communication changed), repetition of points, support from a 
variety of expert sources, etc. No instance of 
incorporation of music was evident in the control group 
presentations. Repetition of points and/or sources, common 
in the experimental oral analyses, was absent from control 
commentary (Instructor, personal communication, 1992). 
It is possible, therefore, that the boundaries of 
acceptability may have been wider in the control condition 
than in the experimental group, where more depth of 
consideration had been demanded of the ELM subjects. 
In summary, while the second explanation, in which the 
greater dynamism of the control condition is credited with 
superseding the communication-enhancement effect, is 
plausible, it is not the most probable cause of the lack of 
perception-of-credibility differentiation according to 
treatment. While the instructor reported that the control 
class was "more dynamic," he also stipulated that both 
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groups were "excellent, open, capable, and eager. They just 
approached the task in a slightly different way" 
(Instructor, personal communication, 1992). 
It is the investigator's opinion that either of the 
remaining explanations is possible. Either the overriding 
dynamic of novelty in the first explanation, the possibility 
of more rigorous critical standards in the experimental 
condition, or some combination of the two could explain the 
unanticipated direction of the findings. 
Replication of the current construct must be conducted 
on a number of samples in order to observe this tendency. 
If the direction of the current findings prevail, further 
study is needed in which the ELM is introduced after 
conspicuousness and basic communication dynamics have been 
confronted. Similar findings at that point would tend to 
support a "higher standards" explanation, which must also be 
examined. 
Hypothesis 2: Subjects in the ELM-enhanced condition will 
generate more message-oriented thoughts than will the 
subjects in the control condition 
The lack of differentiation in the degree of listener 
message elaboration follows the same line of logic as the 
first hypothesis. The ELM clearly predicts that more 
message-relevant thoughts are promoted in communications 
which have been enhanced with relevant communication 
strategies. The third item in the thought-listing measure 
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manifested message-relevant thinking, or elaboration 
likelihood. If the incorporation of the ELM tenets had 
enhanced message relevant thought, the experimental group 
would have reported significantly more thinking about the 
topic than did the control. Such was not the case. 
Significance of affect differentiation was not 
approached at any level of the thought-listing , immediate 
post-test measure. Across conditions, subjects r 'eported 
that, during the micro-teachers, they "rarely" t bougbt of 
the communicator as a peer; thought of hi :m ,or her as a 
teacher with effective/ineffective techniques, '''to so-me 
degree;" and of the actual topic (mess:ag,e relevant thi:n'.}:in,g ) 
"to a substantial degree." Thoughts urrr.elated to t.b.e 
communicator or message were report,ed t ,o occur flJlrarelv~~1 see 
Tables 5 through 8). 
This lack of affect must be attr ibutable to e · t , P:JC , ,e 
employment vs. operationa.lizati.on expl anation or t ,'>e 
conspicuousness of the first, graded micro-t,e:ac , :seenar, , as 
put forth in the discuss of Bypotn,esis 1~ .A.s lbe.:fore ll' 
interference with the ELM d.yn.amic 1..s evident~ It. ' _, :ts· 
inves,tigator' s belief that the previ ouis ly ' , g',ge- ed fa -:::':,~~ 
or factors circumvented its e .ff'\ect. ., 
F'urt b e r thought -1 i s t ing s bldies\ are , .e-e,e,,g,ga1~J '@}~. "":' 
isol ate con spicu ousness a:n d, b i st,orrical fa " ,o-irs lf ~ 1 dl l'.1~!::a ": 
the measur e,n ent of the ,e f 'f ,ect of Etl)!!l-e: 
on subjects' focus of thought during curricular 
implementation. 
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Hypothesis 3: Subjects in the experimental condition will 
register higher self-perceptions of anticipated and realized 
satisfaction and success than will control subjects 
The subject responses to the immediate post-test, self-
evaluative measure tend to confirm the notion that the ELM 
effects were subordinated by the novelty of the "first, 
graded micro-teach" experience. 
According to communication apprehension research, an 
individual's level of anxiety toward interpersonal 
communication is positively correlated with perceptions of 
their own satisfaction and success (Mccroskey, 1981). The 
practice of interpersonal communication, called skills 
training, significantly lowers an individual's level of 
communication apprehension, and, subsequently, raises both 
the anticipation and perception of effectiveness. 
Following that logic, the individuals in the 
experimental group, who were trained in the communication 
logic of the ELM and had practiced incorporating ELM tenets 
into a discrete communication, should have registered higher 
self-perceptions of satisfaction and success than subjects 
in the control condition. This was not the case. However, 
an explanation did emerge. 
In nine of the ten measurement items, no significant 
difference of satisfaction/success orientations appeared. 
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Utilizing the requisites of the ELM evoked no measurable 
sense of increased confidence. 
The "dynamic control class" explanation is plausible 
here, as the confidence of a more dynamic group might carry 
over into data concerning satisfaction and success. "Higher 
standards" of what would denote success may be another 
explanation for the lack of affect. However, 
differentiation of response to Item 4 supports this 
rationale as well as the greater viability of the "novelty 
and conspicuousness of the first, graded micro-teach" 
explanation. 
When asked in Item 4, to record their feelings about 
how adequately/inadequately they felt they had organized 
their micro-teach, the control group reported greater 
feelings of adequacy than did the experimental subjects. 
Differentiation of response according to condition 
approached significance (p < .0840). (The control group 
mean of 4.0526 denoted high feelings of adequacy, while the 
experimental mean of 3.6500 indicated more moderately high 
feelings concerning the adequacy of their lesson's 
organization. ) 
This is the first self-evaluative response that reveals 
differentiation according to condition, and it is the only 
item in either the listener- or self-evaluative, immediate 
post-test measurements that addresses the actual 
organization of the message. Reflection upon the construct 
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of the experiment showed that the focus of the experimenter-
subject interaction was on the organization of the 
communication; in this case, the lesson's procedural design. 
It follows that the pattern of all of the immediate 
' 
self-report responses is indicative of an interaction of 
deceptively basic factors. It is possible that the primary 
manipulated independent variable was not the lofty 
augmentation of interpersonal communication effectiveness 
via incorporation of the tenets of related theory, but, more 
directly, the augmentation of the way in which the 
communication was organized. The self-report measure of the 
"organization" independent variable may have allowed a 
differentiation of affect to begin to surface. Conversely, 
the non-reactive character of the other immediate post-test 
responses may reflect the paramount reactivity of the 
overwhelming, dynamic novelty of a first, adjudicated micro-
teaching experience. 
The approach toward differentiation recorded in this 
specific item may suggest either of the proposed 
explanations. (1) Having had more sophisticated 
implementation required of them, the experimental subjects 
may have set themselves higher standards for "adequacy;" or, 
(2) the novelty of the first, graded-presentation may have 
inhibited the experimental subjects' feelings of security 
about their messages all together, including the adequacy of 
their organization. In either case, it should be noted that 
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both groups felt adequately organized. Within the limited 
context of this one piece of research the approach toward 
significance is a stronger indicator of the actual 
independent variable than it is of the competing rationale. 
The most immediate mandate for future research is a 
replication .of the current construct with a redesigned self-
evaluative instrument. An experimental design which 
measures several affects regarding the organizational 
process and product will confirm or disconfirm this 
particular theory of the researcher. 
Research Question 1: Will target student characteristics be 
a greater factor in the curricular design decisions of 
subjects in the experimental condition then they will be in 
the control condition? 
The valuation and measurement of realized student 
emancipatory interests was the dynamic finding of this 
research. The delayed post-test interview responses 
provided consistent verification that enhanced communication 
is indeed a catalytic factor for critical emancipation in 
the classroom. 
Emancipatory consideration of target student 
characteristics, typical of the curricular designs of the 
experimental condition, was the exception in . the control 
group's open-ended responses. 
Subjects who focused on effective communication by 
incorporating the tenets of the ELM tended to: 
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1. rank the characteristics of their target students as 
their first and most important design consideration; 
2. refer to their target students' role in their 
procedural plan in terminology which referred to learning as 
(a) utilitarian ("information they can use"), (b) active 
("getting the point across"), (c) unique to a specific 
learning moment ("their desire at that time to learn;" "I 
addressed their preconceptions"), and (d) democratic ("their 
need for equality, respect"); and 
3. write about basing their next micro-teach from the 
same set of priorities: "I will base my choices on my 
students;""· •• on the class;" "on what the students 
need," etc. (see Tables 19-24, 26a, and 30a). 
Control subjects who had not focused on the lesson plan 
through communication enhancement were more likely to: 
1. rank consideration of the instructor's requirements 
as the strongest determinant of their design choices; 
2. refer to their target students' role in their 
procedural plan in terminology which referred to learning as 
(a) conferred (" ••. something I think the children need to 
learn"), (b) the teacher's responsibility ("It is my job to 
give information"), or (c) as a manipulation {"The reason 
for teaching is to mold basic values. Transmission .. • 
plays a secondary role"); and 
3. have nothing on which to base their design choices 
for the next micro-teach because the course instructor had 
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not told them the requirements as yet; a reaction supported 
by the reported high influence of the course instructor in 
their lesson designs (see Appendix D; Questions 2, 6, an 7). 
This disparity between the group reactions appeared in 
another measure. The natural instrumental orientation of 
the untreated population is illuminated in the responses to 
Interview Item 6. An intra-group comparison of means for 
Interview Question 6, illustrates the effect. 
To review, subjects reported the degree to which the 
instructor, their classroom peers, and . their target 
students' characteristics influenced design decisions by 
responding with never (1), rarely (2), to some. degree (3), 
to a substantial degree (4), or exclusively (5); a five 
item, Likert-type scale. 
















The limited range of the control group response means 
is .11. That of the experimental condition is 1.11. The 
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introduction of the communication factor appears to have 
afforded those treatment subjects a greater awareness and 
subsequent differentiation among the influences that come to 
bear on curricular decisions. 
This dynamic differentiation gives rise to a number of 
research questions. It may be that emancipation-oriented 
experimental micro-teachers were actually more reflective 
participators in their decision-making than were the 
untreated subjects. It may be that the teachers, too, were 
emancipated. The dynamic, related to action research and 
other manifestations of critical theory as it refers to 
explicit, implicit, and hidden curriculum, is a rich and 
valuable topic for further study. 
Research Question 2: When they consider curricular 
implementation in general. will subjects in the 
communication-enhanced condition be more oriented toward the 
emancipatory interests of their target students than 
subjects who received no instruction or practice in 
communication enhancement? 
The second research question was answered in three 
delayed post-test interview measurements. The instrumental 
and emancipatory nature of subjects' general orientation to 
curricular implementation can best be assessed by discussing 
the results of these three questions. 
Analysis of "Why Do You Teach?" Responses 
Most of the enhanced treatment subjects discussed their 
reasons for teaching in terms of what kinds of learning 
would be realized in the target students. Control subjects 
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tended to discuss teaching in terms of what they desired to 
control. 
Experimental subjects explained their reasons for 
teaching as: 
1. student-centered ("I want my students to understand 
history ••• ; life . . . ' and be able to 
predict •.• "}: 
2. their role within teaching as that of a supportive 
guide ("I am there to encourage them ... and support 
them"}; and 
3. the role of the students who benefit by their 
teaching as that of partner and independent individual ("I 
hope my students [would] become more involved in their lives 
and their world, that they would become more active and less 
passive;" "they will be able to experience. 
education"}. 
Conversely, the control group reasons for teaching 
expressed: 
1. their reasons for teaching in terms of themselves 
("something I think the children need to learn;" "I want 
them to " } . . . ' 
2. their perception of their role in terms of a source 
("There is something I think the children need to 
learn ••• because I want them to learn it;" "My job is to 
mold • • . • "} ; and 
-
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3. the role of the students who would benefit from 
their teaching as that of receptacle rather than partner 
{"It is my job to give information") {see Table 25a). 
The disparity of orientation between these response-
sets mirrors the disparity between the critically-oriented 
emancipatory concept of education and the instrumentally-
oriented traditional conceptualization. These experimental 
subjects had been made aware, through enhanced 
communication, that the emancipation of students was one of 
the primary reasons they chose to teach. The unenhanced 
control subjects validated their career choice in 
instrumental terms that were not so much destructive as they 
were non-emancipatory. 
Analysis of Listen/Think Responses 
Within the classroom itself, the moments of learning 
are often monitored by whether or not students are 
"listening." For that reason, distinction between listening 
and thinking was designed to facilitate differentiation 
between "paying attention" (listening) and "turning over 
message-related thoughts" in the student's mind (thinking). 
Subject responses to these items revealed an innate 
valuation of emancipatory education across conditions. In 
essence, all subjects reported that students can be made to 
listen, but must be emancipated in order to really think 
about a message. 
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Listening, subjects in both conditions reported, 
depended on a teacher's delivery ("How dramatic the teacher 
is;" "personal;" "seems excited, interesting, energetic;" 
"good voice;" "interesting and loud"). 
Thinking was immediately related to relevance and 
student involvement: ("[have] students choose between one 
way of doing it and another;" "student interest, how 
involved they are, the relevance to their lives, their 
attitudes;" "students are actively involved in the lesson, 
expected to participate, contribute") (see Table 27a and 
28a). 
A critical pattern emerges from the data. When 
subjects were made to focus on an emancipatory classroom 
dynamic (thinking) rather than an instrumental one 
(listening), their response patterns indicated the they 
readily perceived the difference between the two. Subjects 
who were suddenly focused on an emancipatory dynamic 
literally adjusted their communication strategies from 
speech acts to discourse. It can be argued, therefore, that 
individuals in a teaching role can readily identify the 
quality of emancipation in a learning dynamic. They also 
tend to acknowledge the need for emancipatory, illocutionary 
strategies to promote the emancipatory behavior. 
Analysis of Ideal Lesson Responses 
The final measurement of subject orientation to 
specific classroom learning was manifested in the responses 
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to, "What do you want to happen during a lesson that you 
teach?" Again, when subjects in both conditions considered 
the ideal class in which all of their goals and gifts could 
work together, their images were emancipatory. They wrote 
of "getting excited;" "broad approach[es] to the learning 
process;" "student involvement, enthusiasm, imagination 
explored, creativity used;" "students participate, answer, 
ask, probe, show sincere eagerness" (see Table 29a). In an 
ideal learning moment, all of the pre-service teachers in 
the study considered the needs of target-students. 
The complete answer to Research Question 2, therefore, 
is both affirmative and negative. Subjects' initial 
response to their rationale for choosing the teaching 
profession was strongly influenced by condition membership 
(p < .00289). Emancipatory subjects wrote about teaching in 
terms of students; control subjects in terms of themselves. 
However, when they had been directed to characteristics 
that defined real learning, or when asked to imagine the 
perfect lesson, emancipated subjects seemed to reflect a 
valuation of the student. This theory is reinforced by the 
emancipatory orientation of the experimenta·l group responses 
after only four hours of competence training. 
Implications and Recommendations for Future Research 
A dynamic relationship between consideration of the 
critical emancipation of the student and the implementation 
of communication theory is clearly evidenced in this study. 
-
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In his general critical philosophy, Habermas maintained that 
enhancing the quality of communication would affect the 
emancipation of the individual. Clearly, this theory is 
born out in the findings of this research. Subjects who 
accessed the tenets of communication theory during 
curricular design almost exclusively made their choices 
critically. 
The extreme differentiation of response manifested in 
the delayed post-test data was affected by only four hours 
of orientation/implementation of communication theory. This 
immediate reactivity to the implementation is reinforced by 
the immediate paradigm shift of all the subjects when they 
focused on real learning. They naturally described 
emancipation of the student as the means by which that real 
learning would be affected. 
Orienting pedagogy in communicative competence has 
merit at many levels. This research has shown the 
association to be valid philosophically and practically. 
Communication appears to be associated with real learning in 
the minds of pre-service teachers. The efficacy of the 
implementation and the dynamic interactions evidenced in the 
data analyses defends the importance of future related 
research. Several areas must be addressed. 
General Design Factors 
Regarding the general design, the basic setting of this 
experiment must be maintained. The college laboratory 
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classroom provides control, constancy of history, and 
opportunity for comparatively non-reactive observation and 
evaluation. The requirements of this research, in its early 
stages, would interrupt an internship or actual lesson 
setting, and the myriad of uncontrollable extraneous factors 
would prohibit any generalizability to the population. 
ELM Predictions of Learning 
Concerning future study based on the highly predictive 
tenets of communication theory, replication of the current 
construct must be conducted on a variety of pre-service 
teacher samples from a number of perspectives. Four 
refinements are evident. 
'Organization' as the independent variable. First, 
subsequent study must examine organization-of-message as the 
active independent variable. The self-evaluative, immediate 
post-test instrument must be redesigned to measure 
communicator affective orientations to the organizational 
process and product. Data thus oriented will yield valuable 
perspectives as to the perceptions of the effectiveness of 
the theoretical integration (Justification of Design) 
process. 
Sample Size. A simple, but necessary replication must 
involve repeating the construct with a greater number of 
classes. Even a comparison of three sets of data would 
verify or deny the viability of the "dynamic class just did 
better" explanation. 
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Remove the "First. Graded-Presentation" Factor. In 
order to examine the reasons for disconfirmation of the ELM 
theoretical stipulations, the ELM tenets should not be 
introduced or implemented until at least the third of four 
adjudicated micro-teaches. In this form, the data would 
confirm or disconfirm the author's "novelty of the first, 
graded micro-teach" explanation. 
Test the "Higher Standards" Explanation. "Higher 
critical standards in the experimental group" could be 
isolated with an additional immediate post-test measure. A 
brief, open-ended interview (which would correspond to the 
listener evaluation scales) should be designed to elicit 
brief descriptions of the qualities which comprised a 
"credible" micro-teach, an "effective" micro-teach, etc. 
Depth of Affective Measurement 
Finally, it is recommended that future research 
continue the depth of measurement represented in the current 
construct. The post-design, immediate post-tests of 
listener- and self-evaluations, the thought-listing, and the 
delayed post-test interview are needed to accurately reflect 
the multiple levels of interpersonal communication inherent 
in the dynamic nature of the classroom. 
Chapter 5 Summary 
The vitality of the communication theory-curriculum 
design link is undeniable. The results of this study 
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indicate that the strategy of incorporating the tenets of 
communication theory into discrete curriculum designs 
effectuates immediate consideration of target student 
emancipatory interests (see Appendix I). This immediate 
reorientation of the experimental subjects strongly supports 
Habermas's theory that the key to societal change is through 
vital, complete communication within discrete, democratic 
instances of discourse. 
The decidedly instrumental orientation of the control 
group responses illustrates the prevalence of modernity in 
American education. The picture presented in the control 
responses is one of novice educators already rooted in a 
societal epistemology that values input, output, 
performance, and test scores. 
Upon reflection, Habermas's conceptualizations seem to 
describe this research. The impetus that transformed this 
sample of society was not critical theory. Change seemed to 
be fueled by consideration of each individual target 
student's drive to be fully alive; by encouraging criticism 
of reality. Completing the analogy, this reaction of 
enhanced communication that addressed target-students as 
unique entities and acknowledged their emancipatory 
interests would, according to Habermas, ultimately affect 
rational autonomy. 
The first purpose of this research was to postulate 
whether or not the tenets of communication theory, firmly 
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oriented in the individual's interest in that which is being 
communicated, would satisfy the definition of communicative 
competence. It is the belief of this investigator that the 
validity of the integration is clear. 
The second purpose of this study was to test the 
efficacy of a fundamental premise of critical theory. If 
communicative competence is the precursor to emancipation, 
then enhancing communicative competence will evoke 
emancipatory response. It is the opinion of the researcher 
that this postulate of critical theory was repeatedly 
supported. 
If the readiness of pre-service teachers to base 
curricular decisions on students' emancipatory interests, as 
revealed in this research, proves to be typical of other 
educators, it is this investigator's opinion that research 
and reorientation of curricular implementation should be 
vigorously pursued. If the insights of critical educational 
theory remain predictive of other implementation attitudes 
and behaviors, the curricula in American schools might one 
day be characterized as ideal speech situations which are 
grounded in validity, achieving rational autonomy of the 
individuals who are actively involved in the emancipating 
dynamic of education. 
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Utilizing the tenets of the Elaboration Likelihood Model 
E. Michel May, 1992 
When this is the case: Do this: 
184 
You want this audience to experi- place them in a pleasant environment 
1 ence pleasure, comfort, enjoyment, 
· and energy 
You want this audience to experi-
ence higher levels of elation, 
concentration, and vigor 
You want to gain more attention 
to what you ar~ trying to get 
across 
You want to make a good first : 
impression 
You want this audience to think 
positively about what you are 
trying to get across 
You want the audience -to think 
a lot about what you are saying 
You want them to think of you as 
having good social and communi-
cation skills 
~ou want them to analyze what 
~ you are saying 
~ou want them to think a lot 
about what you are saying 
You want to keep their 
attention throughout your 
communication 
You want to come across as 
competent,and trustwor~hy 
'You want to be liked 
You want to be thought of as 
having something in common with 
this audience 
place them in a cool room 
back up your point with a number of 
credible sources (3) 
pay attention to how you look 
use positive reasons and arguments 
enhance your personal attractiveness 
enhan.ce your physical attractiveness 
use visual aids 
use visual aids 
use visual aids only when making the 
point they illustrate. When you're 
done with that point, cover the 
relevant visual aid. 
increase eye contact; move away from 
barriers; directly face the audience; 
move closer to them 
" " " 
" " " 
You want to communicate something Speak at a faster rate 
simple 
✓ 
When t ifi is the case: 
Your audience is large 
Your audience is small 
Your message (what you have to 
say) is of little relevance to 
this audience 
Xhis message is relevant to 
this audience 
Topic is of low relevance to them 
Topic is relevant to or liked 
by this audience 
pie is irrelevant and/or 
disliked by this audience 
Message is relevant to them 
Audience is unfamiliar with this 
opic 
Audience is familiar with this 
,topic 
Your communication is compl~x 
Your point is simple 
This subject is of low relevance 
~o this audience 
This subject is relevant to this 
audience 
This subject is of little 
relevance to this audience 
pis topic does not relate 
_oirectly to this audience 
185 
Do this: 
Balance the quality/complexity of your 
content with a strong delivery 
Figure out how much they like to think 
and then give them the highest quality 
of content they can take 
Use music 
Increase the complexity of your message; 
keep the content at a high level 
Try to make them like you 
Emphasize peripherals 
Avoid distractions 
Use mild to moderate distractions 
You can say more about the subject; 
cover more ground 
Focus on the quality of what you say, 
not on its length 
Use a longer message; spend more time 
explaining things 
-~ Be sure your points alMi credible and 
complex enough; don't worry about 
taking a long time to explain things 
Write it out for them (visual aids; 
handout; etc.) 
Present it audio-visually 
Use rhetorical questions 
Do NOT use rhetorical questions 
Speak conversationally and with anima-
ti'on 
Mention how it relates to you; 
be sure they know why you are qualified 
to talk about this 
186 
✓ ---.-,--,----::-":""""."'---------::--~~------------I ~hen this i s the case: Do this: 
ou want to communicate some- Speakly at a slower rate 
thing complex 
You want to be thought of as 
!competent and dynamic 
~
IXou are afraid of coming across 
as biased 
.- " n " 
Your audience is against you 
or opposed to receiving what you 
have to say 
You want more compliance from 
your audience 
They are uninvolved in this topi~ 
~hey are already interested in 
v your topic 
They have preconceived ideas 
about this topic 
ey are not interested in what 
you are going to say 
They need to think about this 
in order to get it 
ey are strongly opposed to 
listening to what you have to say 
Ibey don't feel strongly about 
what you have to say 
They are enthusiastic about what 
you are , going~~o say 
They are not motivated to listen 
o this topic 
!his group is bright 
.This audience is less than 
_;bright 
Eliminate non-fluencies (stuff!) 
Eliminate any references to yourself 
Argue against your own self-interest 
Use music 
Serve food during your message 
stress visual aids and your appearance 
mention some.thing that proves you 
know what you're talking about 
address their preconceptions and 
then introduce the desired perspective 
get them involved; make it relevant 
to them 
emphasize the personal relevance to 
them 
Do not tell them what it's about ahead 
of time 
You can tell them about it ahead of 
time 
You can tell them about it ahead of 
time 
Slow down your rate of speaking 
Be sure you are discussing this in a 
new way; make sure you pack your 
communication with lots of facts for 
them to process 
Deemphasize complexity in your message 
content; emphasize peripheral cues 
✓ 
When this is the case: 
Your message is unfamiliar to 
this audience 
~our message is complex 
Your message is irrelevant to 
this audience 
Your mess!lge is relevant to this 
audience 
Your points are well taken 
Your reasons for what you are 
saying are weak 
Material is technical or complex 
Your message is complex 
Your reasons for what you are 
saying are weak 
Do this: 
Repeat your points three times 
" 
Concentrate on the 
than content 
peripherals more 
Concentrate on the content of your 
communication more than anything 
peripheral to it 
Repeat them 3 times 
Do not repeat them 
Slow down your rate of delivery 
Emphasize its relevance 
Use generalities 
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°:he 1o!lowing stipulatioiis-partain-to communications-tliat ariieiigned- -_!o_c,ha!lg!. ,!t_li_!u!!e_oI,- _!?e,ha~i.2,r,l. ____________________ _ 
You want to nullify a potential 
argument against what you are 
saying 
.. 
You want to generate support for 
the beliefs you are espousing 
arguments are likely to 
You want to increase their 
acceptance of what you say 
our reasons are weak 
our reasons are solid 
You want to change their 
attitude or behavior 
Introduce a weak form of the potential 
argument 
State the potential argument, then 
prove it wrong 
Expose this audience to the threaten-
ing opposition 
Address the exact arguments that they 
are likely to hear 
Support your points with 3 substantiatio~s 
from 3 seperate sources (people or 
publications, etc.) 
Use distractions 
Avoid distractions .. 
Concentrate on the substance of your 
communication; Crf they are not ready 
for a complex message, employ peri-
pherally-centered communication until 
they can process a more complex message) 
✓ 
n~hen thi~ is the case: 
H .You want to change their attitude LJ toward this topic 
I I 
You want them to change a behavior 
or attitude, even though they 
: think what you want is irrelevant 
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Do this: 
Relate this topic to this audience 
Emphasize your credibility and the 
credibility of your supporting sources 
You want to influence this You can concentrate on the substance 
audience concerning something they of your message 
already think is relevant to them 
ou want them to do something 
that requires substantial 
involvement 
ou want this group to change, 
but they are irrational about 
your request 
You want this audience to do 
something that has negative 
aspects to it 
You want to persuade 
Ask them to do something. small that 
parallels the action you ultimately 
want them to take 
Make a ridiculous, extreme request 
so they will pull back and actually 
comply with the reasonable request you 
had in mind to begin with 
Mention only the positive ones, then 
after they agree, tell them the 
negative parts of the bargain 
Be dynamic; animated 
------------------------------------
Your points are complex Repeat them each 3 times 
Your points are novel " • " 
Your points are well taken • • • 
Your points are weak Do not ·repeat them 
APPENDIX B 
STUDENT JUSTIFICATION OF DESIGN WITHIN 
THE LESSON PLAN 
Justification Of Design 
Situation: 
EDG 4321 
My lesson is probably unfamiliar to my audience. They may 
have some limited knowledge about my topic, but nothing specific. 
It is irrelevant to them in that they are probably not interested 
in it. My audience is bright, but they are still at the concrete 
operational stage of development. It is a small audience. As a 
teacher/communicator I want my audience to listen to me. I want 
them to participate, enjoy and understand my lesson. I want to 
create a comfortable, pleasant atmosphere and I want to keep 
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their attention. Ultimately, I want them to retain the information 
I present to them. 
Stipulations: 
I will therefore use the following communication techniques: 
1) place them in a pleasant environment 
2) repeat important information 3 times 
3) pay attention to how I look 
4) use positive reasons 
5) enhance my personal attractiveness 
6) use visual aids 
7) use visual aids only when making the point they illustrate. 
When I'm done with that point, I will cover the visual aid. 
8) increase eye contact: move away from barriers, directly face 
the audience: move closer to them. 
9) speak at a slower rate 
10) eliminate non-fluencies (stuff, uh) 
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Stipulations Continued: 
11) serve food during message 
12) get them involved: make it relevant to them. 
13) I can tell them about it ahead of time 
14) de-emphasize complexity of my message, emphasize peripheral cues 
15) figure out how much they like to think and then give them 
the highest quality of content they can take 
16) use a longer message: spend more time explaining things 
17) write it out for them(handout) 
18) speak conversationally and with animation 
SET SCENE 
4TH Grade Age 9, 10 
Cognitive Development - At the concrete operational stage. 
capable of mentally reversing actions, but generalizes only from 
concrete experience. 
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Psychosocial Development - Industry vs. Inferiority. Need to be 
kept constructively busy and encouraged to do things on their own. 
Moral Development - Obey rules out of respect for authority or 
to impress others. At this age, most children are still enthusiastic 
about learning. 
Misc. Info. 
* Fine motor coordination is good. 
* Approaching puberty - (girls 8-11 yrs.;boys 14) Children are 
concerned and curious. This is where sex education starts in 
many schools. 
Where this 4TH grade class is: 
The unit we are working in is titled Learning About The Human Body. 
We have just finished the chapter on the respiratory system and now 
we are going to study the digestive system. Since we just finished 
the respiratory system the students know the definitions for cell, 
tissue, organ and system. 
Today I want to introduce them to the digestive system. I want 
them to understand the main organs that make up the digestive 
system. I want them to a) define the digestive system in their 
own words b) sta~e-the . digestive organs in the order in which 
~he food passes through them c) identify the different organs 
in a diagram of the digestive system. 
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LESSON PLAN 
UNIT: Learning About The Human Body 
We just finished studying the respiratory system and 
now we are going to learn about the digestive system. 
The digestive system is the system in our body which 
breaks down the food we eat. (Rc,11vtilir #It dt- fr,._;· ht..._ fl~,~ . 
. Sf~tO'lt i ~ a ~•-i--RM 11llJ~,-h~5iLJ~ 'I v/9:ui.s fr,.t~ u:,cdc5 -t't'j~;-
,n -H~ bu~ J 
GOALS OBJECTIVE: Understands the main organs th~t make up the 
digestive system. (L/.,..C~...d..t, Aef '1
1
1c) 
* Defines the digestive system in his or her own words. 
* States the digestive organs in the qrder in which the 
food passes through them. 
* Identifies the different organs in a diagram of the 
digestive system. 
RATIONALE: Food is important to your body in many ways. The 
materials your body needs to grow come from the food you 
eat. But, the food you eat is not in a form that can be 
used by your cells. Changing food into a form your cells 
can use is called digestion. 
CONTENT: Digestive System 





* small intestine 
* large intestine 
saliva - juice released in the mouth.(It makes food 
wetter and softer.) 
APPENDIX C 
SPEAKER SELF-EVALUATION FORM 
PROCEDURES: 
Introduction - raG.Re 1 
3 
Use tee shirt diagram of digestive system to show 
organs that make up the digestive system. 
Briefly describe the major functions of ea~h organ 
195 
11.-s~ e.co.n,pUS -tr, ~¥Jlw,1.. .,;.~ t1J..CJ1... 1 .~~- . • • 
- ~. moi.rl..- brtll..t-jD(.(J ,a.n -s,.,u,c.-p;f'(~-#11u<.o-f 11+-H( brc..!'l.lir 0~ OJ? ..-,.=.-te..- ff-Vt>';/ -,.., !i•U IT 
4 Pick a student to demonstrate and describe eating ~,,.:r,,'!,,.._ 
t4J.F'a.-.-
food. What is happening in his/her mouth? Where is • •:~4)..J-4.. 
the food going to go when it leaves the mouth? What 
is going to happen to the food? Encourage class 
participation. (-Fi. nmd1L, :Sc.Ji11a tJ<{).J-a.plA... rtlWc. ;-r ~ 
..,#,..D--' k'-Pp;.11:5 tt;, ce~lo.L ,eff,,i. ntillc:J ~ • ._,-t..J-k,.rct. 
• Sr-Her.) 
MATERIALS: 
After identifying each organ have students describe 
the functions. 
Give the students a hand out with definitions and 
another with a diagram of the digestive system. 
Tee shirt with the organs of the digestive system 
painted on it. 
Food - non-perishable. (popcorn, pretzels and 
graham crackers.) 
Hand out with definitions. 
Hand out with a diagram of the digestive system. 
0 !,·t>tc..ct-.,_nci..5 ..fc,,- rn,._ - trt"""- pi-(.tJ.5AJ.:.:i- ~.1.,u"TJtt~ • 
EVALUATION: ouestion students. (redirecting, prompting and 
(!,,➔ probing) Possible quiz tomorrow morning. 
* 6t<UlrJ. Sn p"-1 rd', ,"t..s I f> I lVL -h, U.U... +h 'l,U'llf- uu:f ; 
1,3,4 1 S,11,q 1 ,o,1y 1 15, H,.18 




The fallowing i terns will record your feelings about this micro-
teaching experience. You will notice that the questions ask for your 
feelings at three (3) different intervals during the course of the 
presentation: ~f~re yo~ gave.the lesson, while you are ~iving it, and 
after you have finished it. Since the only purpose of this measure is 
to find out how you honestly feel, please be ccmpletely candid. This 
measure is anonymous. (So that the results can be accurately 
tabulated, please put your social security nunber in the upper right-
hand corner, as indicated.) 
Complete this questionnaire after you~ done with your micro-teach. 
1. When I first heard that I had to teach a fonnal lesson to this 
class I was: 
1 2 3 4 5 
AFRAID . • • . • · • · · · • · · · • • · · · • · · · · · • • • · · · · • · • · • • • • • • • • · • · · · · · · · · · CA1..M 
2. Before I started to work on this lesson, I thought giving it to the 
class would be: 
1 2 3 4 5 
DiffIClJLT . ..................... · .. · ........................... WY 
3. Today, as I came into class, I thought I would do: 
1 2 3 4 5 
POO~ y. . . . . . . . . . . . . . . . . . . ................................ 'VIBY WEl.L 
4. Today, as I came into class, I felt that the organization of my 
lesson plan was: 
1 2 3 4 5 
INADEQUA1E ••••••••••••••••••••••••••••••••••••• CDMPLEI'ELY IBOROUGH 
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5. When I came in today, I felt that what I had to say to these people 
was: 
1 2 3 4 5 
WORTIIl..E.5S • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • V AI...UABIB 
6. Today, when I cam_ into class, I felt that I would be able to 
ccxmn.micate this concept: 
1 2 3 4 5 
INEF'F'ECTIVEJ.. Y • .•.•..•••.•..•...•.•••.••••.•.••...•....• EITECTI'VEI.. Y 
7. If these class members are anonymously asked if they actually paid 
attention to my lesson, they will say they were: 
1 2 3 4 5 
lJN'INV'OL VED •••••••••••••••••••••••••••••••••••••••••••••••• INVOLVED 
8. After I finished my presentation, I felt: 
1 2 3 4 5 
DISSATISFIED ••••••••••••••••••••••••••••••••••••••••• VERY SATISFIED 
9. When I was giving the lesson, I think the class 
1 2 3 4 5 
UNINVOLVED • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • •. • • • • • • . • ••••••• INVOLVED 
10. On the whole, I think my presentation was: 
1 2 3 4 5 
INEF'FECTIVE ••••••••••••••••••••••••••••••••••••••• HIG~Y EFFECTI'VE 
APPENDIX D 
OPEN-ENDED INTERVIEW QUESTIONS 
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Focus the Teaching Strategies Class 
You've just canpleted this micro-teaching experience. What was it 
like? What was preparing for it like? What micro-teaches were really 
effective? 
You have formed some bases for evaluating effective teaching . You have 
not doubt reflected on this experience. 
Please take out a paper and writing implement. 
Put you name and AM I PM CI.ASS on the top-right-hand corner. 
The following questions are meant to help you think about what really 
happened during this micro-teaching experience. Your responses are of 
tremendous value. What you think ••. honestly and candidly will be 
important. nIERE ARE NO WRONG RESPONSES TO 'IlIE.SE QUESTIONS. NO ONE 
WIU.. SEE TI-IESE BUT ME. (Not even the instructor.) 
Please write your inmediate response and a ccxnplete response. You may 
want to write a few sentences, a series of words or impressions, or a 
simple yes or no. Write whatever and how ever long you like! Use 
textbook answers only if they express your answers! 
1. This is a general, philosophical question. Why do you want to 
teach? 
2. When you were designing this lesson, what characteristics of your 
class came to bear on your design decisions? - not should have, but 
actually came to bear on them? 
3. What makes students listen to a teacher? 
4. What makes students really think about what is being taught? 
S. What do you want to happen during a lesson you are responsible for? 
6. In designing this micro-teach, to what degree did you consider: 
a. The instructor's expectations 
ex. techniques you'd talked about in class 
b. This body of your peers 
c. The fictional classroom students 
7. On what will you base your choices for your final mic:o-tea~h? 
(List as many bases or as few as honestly express your orientation to 
the question.) · 
APPENDIX E 
COURSE SYLLABUS 
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Monday 12:00 - 13:00 
Tuesday 12:00 - 13:00 
Wednesday 12:00 - 13:00 
Course Description 
Analysis of the learning environment, emphasis on planning for instruction, 












This course is highly student participative. Students are expected to be 
prompt in attendance and be prepared ·tor all classes. This course provides 
the student with the opportunity to actually plan and teach. Each student 
shall plan, implement and evaluate two micro-teach exercises of several 
minutes duration. Emphasis will be placed on the student's ability to 
plan, implement and evaluate the learning process. A major goal of this 
program is to prepare students for The University Teacher Intern Program. 
Class Meetings 
May 13 Fri. June 5 
May 15 Mon. June 8 
May 18 Wed. June 10 
May 20 Fri. June 12 
Many 22 Mon. June 15 
May 25 - No Class Memorial Day Wed. June 17 
May 27 Fri. June 19 
May 29 Mon. June 22 




Jacobsen, David, Eggen Paul, Kauchak Donald Methods for Teaching A Skills 
Approach - Third Edition Col1DDbus, Merrill Publishing Company. 1989 
Assignments (Tentative) 
Introductions Review Course Context 
Chapter One Introduction 
Chapter Two Goals of Instruction 
Chapter Three Goals Objectives 
Chapter Four The Domains 
Chapter Five Lesson Planning 
Review Chapters One-Five 
Test One - Test Chapters 1-5 
Review Intro - Tapes Micro Teach 
Micro Teach One 
Micro Teach One 
Micro Teach One 
Micro Teach One (if needed) 
Chapters Six - Questioning Skills 
Chapters Seven & Eight - Students/Mastrey Learning 
Chapters Nine & Ten - Classroom Management 
Grading 
Review Chapters Six - Ten 
Test Two Chapters 6 - 10 
Preparation for Micro Teach Two 
Micro Teach Two 
Micro Teach Two 
Micro Teach Two 
Micro Teach Two 











Micro Teach One 
Test Two 
Micro Teach Two 
Project 
300 points 
A grade of A will be 270-300 points 
B will be 240-269 points 
C will be 210-239 points 
D will be below 239 points 
F will be below 219 points 
The project will be discussed in class. A n\DDber of options will be explained. 
Micro Teach One and Two are peer juried, as well as evaluated by the professor. 
A panel will offer you suggestions for improving your teaching techniques. You 
will be videotaped as you do each of your micro teaches. You will have the 
opportunity to privately view your own video tape. 
APPENDIX F 
GROUP DISCUSSION HANDOUT 
Group discussion on Communicating your lesson 
Summer, 1992 
Teaching Strategies 
DIRECTIONS: Each person in your group must complete the 
following defense of the lesson design: 
1. STATE YOUR TOPIC 
---Is it relevant or irrelavant, according to the 
audience you are addressing? 
2. DESCRIBE THE DEMOGRAPHICS OF YOUR AUDIENCE 
---Age? Ability level? 
---Motivated to listen to this lesson? 
---Able to process this lesson? 
3, WHATsTHE CENTRAL IDEA OF THIS LESSON? 
What do you intend to teach them? 
Put it in a concise sentence. 
ex. The monkey thrives in its jungle community by 
(1) sharing chores, (2) traveling by air, (3) eating 
on the run, and (4) being a family man. 
ex. You can understand a "C" chord once you 
(1) know what "C" is, (2) 1-3-5 and it comes alive, 
and (3) sing along with the "C" chord song! 
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---Analyze the central idea. Is this doable in 7 min.? 
4. WHAT ARE YOUR POINTS? 
How will you explain them? 
---Are they using peripherals? Should they be? 
---Is all of this vivid? 
---Have they backed up ~heir ideas with 
(a) credibility or (b) 3 expert/varied sources? 
---Have they repeated each point 3 tim~s? 
---Are they clear -about how visual aids are going 
to work? Is tape player going to be cued? Is over-
head set? Are V.A.'s ~ig enough to be seen by all 
the class at the same time? Are the plans to present 
and remove V.A.'s clear and proper? 
---Has this teacher allowed enough time for this 
to come alive? 
5. PRESENT THE ACTUAL LESSON TO THE GROUP 
---Is everything clear? 
---Does this teacher cover everything with clarity? 
---Is the communication paced properly? 
---Any suggestions that would make it even more wonderful? 
APPENDIX G 
CODER INSTRUCTION SHEET FOR CONTENT ANALYSES 
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DIRECTIONS: You are analyzing atudent responses to quesUona about haw they design a 
leaaon plan. In theae reapomea, Education majors cUscusa everythlng from what they CXJnSfder 
when they put a lesson tDgether, to what they think should happen en the dassroom. 
Each complete response baa a letter and number. After reading each complete reaponae. plcaae 
classify that complete response by answering the follow1ng quesUona. 
What la the basis of this curriculum design declalon? 
What measure baa the teacher used to assess the target-etudents? 
How doea the teacher refer to himself or herself? 
What la the atudent'a role In the lesson? 
To make this analysis as aucctnct as possible, categories are provided for you aft.er each 
complete response. Below Is an explanation of the basic categories. It Is aupplled for your Initial 
lnformatk>n and later reference, ahould you need IL 
____ CATEGORIES and DEFINITIONS for CONTENT ANALYSIS ___ _ 
CATEGORY DEFINITION 
1, The c;prrleglum de,lgn ba■t, t,; 
atudent-chiven _design declstona are baaed on atudent orientation 
toward the toplc and/or the class ln general 
_refers to the lesson In terms of the atudent charactertatlca 
_relevance-oriented 
cmrlcalam-drl..-en _design declstona are baaed on the way(s) ln which the toplc baa 
been organized 
_dlscusses the lesson ln terms of Its content 
_dlscusses leaaon In relation to •ttme• 
teacher-drlYen: _design dec1skm based on ablllUes/needs of teacher 
2, When ■tu.dentf are referred to. thex ve ■poken of Ip teDQI of; 




the atlldenta' mdque orlentatln toward the toplc lD queatlon 
_atudent feelings about toplc, class, or Instructor 
_lltudent 1nta'e8t In the • • • • 
s. 'Dae teacher refen to the teacher-role u that of •; 
aource _of the lesson/Information 
· _of power to get material acrou 
_of power to control/discipline the claaa 
_connector, 
_bridge between Information and atudents 
_equal partner ln the proceu of education 
t, 'Die teacher refen to the ■tudent role u that of a: 







SAMPLE CODING SHEET 
DI 
bow to make it fun 
bow to make them like it 
bow to make them want to read poetry 
bow to make it stand out 
bow to make it interesting 
bow to make it relevant 





Wbea the teacher refers to himself/herself, the teacher-role iJ that of a: 
____ source 
____ 1uide 
When the teacher rtfers to students, the student-role iJ th.at of a: 
____ rec e pt a c I e 
____ partner 
WbeD students are referred to, they are spoken of in te·nu of 
_objective, measurable characteristics 
_students' unique orientation toward the topic ln que:stiH 
El 
Are they motivated? 
Do they lik.e me? 
Do they know info. already? 
Do they need visuals to stress topic? 
ls it relevant to th.em? 
Can it be relevant? 
IA 1eaeral, the basiJ for this i.mpendiaa curTicuhnm de·si1n ii: 
__ stud en t•d ri TUI 
curriculum-drhua 
teacher-driven 
Wbe■ Uae teacher rtfers to bimself/b.en.elf, the teacber-nl.e ls t.lltat of a: 
____ scuirce 
_ - ·- ·- I u i d e 
Wlil.t'A the teac.be:r refers to students, the rtudent-role b that of a: 
__ __ r ece p tic le 
- ·- ·- ·- p a r t D er 
Wliln stu,demts are rde:rre:d to, Ure·y are 1p,oke111 of lm te·r11111 of 
_o,bjiecthe, measurab'le ch.aracte·ri1Uc1 
_s'tudemU' 11H1\'ique orientatioa toward Ure topi.c illl que1UH 
APPENDIX I 
CONTROL STUDENT'S LETTER AND 
APPLICATION OF THE ELM LECTURE 
UNIVERSITY OF CENTRAL FLORIDA 
DEPARTMENT OF MUSIC 
ORLANDO. FLORIDA 32816-0990 (4071 823-2869 
Ms. l\·lichel, 
Here is the handbook that yuu w11n1ed. The re11sun I'm pulling this note in is to 
explain wlull this is exactly. I wanted tu sit down and show yuu huw I incorporated the 
liktlihuud model into my clinic but I can never catch yuu in your office. Anyway ..... 
I've been Drum Major of the marching band here at the university for two years now. 
011e uf the things that 1oes with the position are the opportunities to consult and work with 
b11Dd directors and thier programs at the st11te level. Being an education major, the 
philosophical b11ckgruund in this area of study dictates many of the ideas and concepts that I 
try tu convey to both directors, and tbier student le1tders. 
M11rcbing Band was always thought of as the "necessary evil" of secondary music 
prugr11ms and treated accordingly. But there bas been a turn in this attitude over the last five 
ur ten yurs and educators now lff the outdoor music ensemble as nut only a positive part of 
the whole music program, but also as a microcosm of almost all facets of experiences that 
the student will come across iri his/her lifetime. The leaders of these groups should, no, 
must possess the communicative skills th11t will allow II pusitve environment to exist in the 
outdoor chassruom. 
I consulted with the W11lt Disney Co. and recieved many ideas and concepts of what 
they consider tu be excellence in the arl uf perfurm11nce. This expl11ins the first hatr of the 
handbook. When I teach, we focus in un p11rticuh1r in5lllnces where these qualities are 
exhibited and then apply them towards our p11rticul11r medium ( student leadership ). The first 
fe\, limes that I conducted a workshop, this was 1111 I used in the presentation, but something 
nas missing. 
I ban 11hv11ys believed that effeclin verbul/cummunication skills were an integral part 
of the learning process, but trying to 11mn111ss II ch:ur, concise series of observations was a 
daunting task. Then yuu made your presentation 11nd I th11nked heaven or whoever you're 
supposed tu thunk for these things. It " 'IIS EXACTLY " 'hill I " '115 looking fur. Student 
leadi:rs have tu deal with these ideas and concepts un a minute to minute basis and n°"'• I had 
almost every answer I wanted but never bad time tu think about in about five pages of 
material. 
There 11re a million other things I wish I could expl11in but I think you 1et the Idea. 
I would be very interested in any chan11es yuu think should be dune or any additions you feel 
should be made. Ple11se call me and tell me what you think. lncidently, 99'A> of the band 
dirrcturs I've talked to about this have been totally blown away !!! And the student leaders 
tell me that they feel more prepared tu deal with thier position than ever bdore. Thanks 




U.C.E M11rching Knights 
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STATE UNIVERSITY SYSTEM OF FLORIDA 
AN EQUAL OPPORTUNITY/ AFFIRMATIVE ACTION EMPLOYER 
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PEOPLE WILL DRAW A CIRCLE THAT SHUTS ME OUT, BUT MY SUPERIOR 
THOUGHTS WILL DRAW ME IN. I WAS BORN TO WIN IF I DO NOT SPEND 
TOO MUCH TIME TRYING TO FAIL. I WILL IGNORE THE TAGS AND 
NAMES GIVEN ME BY SOCIETY SINCE ONLY I KNOW WHAT I HAVE THE 
ABaITY TO BECOME. 
FAaURE IS JUST AS EASY TO COMBAT AS SUCCESS IS TO OBTAIN. 
EDUCATION IS PAINFUL AND NOT GAINED BY PLAYING GAMES, YET IT 
IS MY PRIVILEGE TO DESTROY MYSELF IF THAT IS WHAT I CHOOSE TO 
DO. I HAVE THE RIGHT TO FAa, BUT I DO NOT HAVE THE RIGHT TO 
TAKE OTHER PEOPLE WITH ME. I AM THE CAPTAIN OF ONLY ONE LIFE--
-MY OWN. 
IT IS MY RIGHT TO CARE NOTHING ABOUT MYSELF, BUT I MUST BE 
WILLING TO ACCEPT THE CONSEQUENCES FOR THAT FAaURE, AND I 
MUST NEVER THINK THAT THOSE WHO HAVE CHOSEN TO WORK, WHaE 
I PLAYED, RESTED, AND SLEPT, waL SHARE THEIR BOUNTIES WITH 
ME. 
MY SUCCESS AND MY EDUCATION ARE COMPANIONS THAT NO 
MISFORTUNE CAN DEPRESS, NO CRIME CAN DESTROY, AND NO aL-
WISHER CAN ALIENATE, FOR WITHOUT EDUCATION, MAN IS A SLAVE, A 
SAVAGE, WANDERING FROM HERE TO THERE BELIEVING WHATEVER HE 
IS TOLD. 
THROUGH THESE WORDS, ONE SEES THAT TIME AND CHANCE COME TO 
US ALL. I CAN BE EITHER HESITANT OR COURAGEOUS. IT IS UP TO ME 
TO SWIFTLY STAND. UP AND SHOUT: 
"THIS IS MY TIME AND MY PLACE. I 
WILL ACCEPT THE CHALLENGE." 
WORDS TO LIVE BY IN 
THE ARTS 
Do the best that you can--'LWAYS!U 
Be the best that you can be-NOW!!% 
Believe In your abilities 
Stay focused • Avoid distractions 
'lake advantage of every opportunity to learn and grow 
Enjoy the benefits of bard work 
Never forget... YOU ARE SPECIAL!!! 
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WHO ARE YOU AND WHERE DO YOU 
STAND? 
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You are part of the most exciting times in world affairs, media, 
artistic achievement, communications, IN HISTORY!!! There 
are plenty of things to get excited about in todays world. There 
are stimuli everywhere that DEMAND a response. 
When you are young it is the time to take all of these good 
influences in. But, don't let these same exciting times serve as 
distractions and take away your TIME and your ENERGY, 
Take the discipline and perserverence that you learn through 
music and use it to look at the world, then distinguish the 
PERCEPTIONS from the REALITIES. 
Music can prove to be the most worthwhile interest that can in 
fact benefit you later through the qualities that you learn 
everyday. 
Take advantage of every opportunity to enjoy life, music, 
people and ideas while constantly examining your own talents. 
TH IS is how we all learn and grow. 
Learn to stand on your own, but ... also learn when to seek support 
and use your parents, teachers, and friends for guidance. 
YOU ARE SPECIAL!!! 
SURVEY 
Dow many of you are enrolled In music clasaes? 
Dow many of you consider music to be your prlnc'lpa1 
Interest? 
Bow many of you are considering a career In the art.a'? 
Bow many of you recently attended a profe88'1onal 
program? 
U 4 
Bow many of you participate In district solo & ,e1U1emble 
contest? 
Bow many of you buy C:.D.'s or own a walkman tape 
recorder? 
Do you know who these people are? 
Wynton Marsalis 
Bob Mintzer 








Rew many of you practiced over the laflt two nights'? 
Bow 1many of you are lnDuenced by the people or 
.activities going on around you? 
WHY DO WE DO THIS? 









SATISFACTION IN ACIIIEVING A SKU,J, 
LEABNING THE VALIJE OF DISCIPLINE 
ENHANCE OlJB CREATIVE SKILLS 
ACctlJIRE PRESENTATION SKRLS 
POSITIVE INTERACTION WITH PEOPLE 





WHAT DEFINES EXCELLENCE IN A 
LEADER? 










EDUCATION EXPERIENCE PRACTICE 












REALITY BASED IIJDGEMENT 
WHY SHOULD WE STRIVE FOR 
EXCELLENCE? 
To achieve something we thought we could not 
To distinguish ourselves 
We grow from challenges 
Personal rewards and satisfaction 
Our efforts keep Interest and motivation alive 
It teaches discipline and perserverence 
It Is an appealing personal quality 
Gives us encouragement to face the future 
It benefits those around us 
It gives us self-motivation 
It allows us to accomplish more with our lives 
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HOW DO WE ACHIEVE 
EXCELLENCE? 







Important skUls that assure a succel!il!ifal performance 1 
VERSATILITY 
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LEADERSHIP TIDlOUGH PRESENTATION 
CONFIDENCE TIDlOUGH PERFORMANCE 
DANDLING THINGS ON THE SPOT 
TALENT THROUGH PERFORMANCE 
~CJ:IIIWWIIBjCB OO!CCI1I1I1Ill\JCCII 'lrWI.llCIDIDCBill 
IBI1~Ilill CCCID~CC~ 911IICIDf3 ~m~ 
q IBU.,fifilb WI!JuWe WI1A1Ika 1l3I1AW D 
1 .) WHAT ARE COMMUNICATION SKILLS ? 
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COMMUNICATION SKILLS, QUITE SIMPLY, ARE THE METHODS 
WE USE TO GET A MESSAGE ACROSS TO A CHOSEN GROUP OF 
INDIVIDUALS, BETTER KNOWN AS A TARGET GROUP. THERE ARE AS 
MANY METHODS FOR COMMUNICATING AN IDEA AS THERE ARE 
PEOPLE ON THE PLANET AND EVEN MORE INFINTE METHODS WHEN THEY 
ARE PLACED IN DIFFERENT COMBINATIONS TO REACH THE LISTENER. 
WHETHER WE WANT TO ACCEPT IT OR NOT, YOUR POSITION IN YOUR 
PARTICULAR MUSICAL ORGANIZATION IS 'ii'@~ IL ll.W DEPENDANT ON 
YOUR ABILITY TO EFFECTIVELY COMMUNICATE YOUR IDEAS TO A LARGE 
GROUP OF INDIVIDUALS. IN THIS PART OF YOUR WORKSHOP WE Will 
DISCUSS THOSE ATTRIBUTES THAT WIU HELP YOU TO NOT ONLY 
COMMUNICATE IN A MORE THOROUGH AND LOGICAL MANNER, BUT 
ALSO MOTIVATE YOUR BAND WHILE HELPING YOUR BAND DIRECTOR. 
2 .) WHY SHOULD I WANT TO COMMUNICATE BETTER ? 
HAVE YOU EVER BEEN IN A DISCUSSION THAT SEEMED TO GO 
NOWHERE? YOU KNOW WHAT l'M TALKING ABOUT, IT COULD BE A 
FRIENDLY DISCUSSION OR A FULL BLOWN ARGUMENT WHERE, AFTER 
SEVERAL EXHAUSTIVE HOURS OF DIUBERATION, BOTH PARTIES WENT 
AWAY SAYING, 11BOY, I SURE TOLD THEM." IT'S THE KIND OF EXCHANGE 
THAT MAKES YOU FEEL LIKE YOU HAVE EMERGED VICTORIOUS FROM A 
BLOODY BATTLE. THEY OCCUR EVERYWHERE : AT HOME WITH FAMILY. 
AT SCHOOL WITH TEACHERS AND FRIENDS, AT WORK WITH YOUR BOSS, 
AND 24 HOURS A DAY ( IT SEEMS) WITH OUR BOYFRIENDS AND 
GIRLFRIENDS. BUT WHAT ~IIAll.ll.W HAPPENED? YOU WILL NOTICE THAT 
NOTHING HAS CHANGED. BOTH PARTIES STILL FEEL THAT THEY ARE 
BOTH CORRECT ONLY NOW, THEY HAVE EVEN MORE CONTEMPT FOR 
THE OTHER PERSON'S VIEWPOINT. SO WE FIND THAT THINGS HAVE 
ACTUALLY GOTTEN WORSE I! HOW MANY TIMES DO THESE THINGS 
HAPPEN AT REHEARSAL OR AT OFFICER MEETINGS ? THAT IS WHY YOU 
SHOULD WANT TO BE A BmER COMMUNICATOR. . 
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THE MOST IMPORTANT ASPECT OF BEING AN 
AFFECTIVE COMMUNICATOR IS HAVING AN 
AUDIENCE THAT IS WILLING TO LISTEN TO US IN 
THE FIRST PLACE !! WHILE WE CANNOT 
CONTROL EVERYTHING ABOUT OUR AUDIENCE, 
THERE ARE SOME TIDNGS THAT WE, AS 
LEADERS, CAN DO TO MAKE SURE OUR 
AUDIENCE DOES NOT SAY THAT WE INHIBITED 
THE LEARNING PROCESS. 
THE MOST IMPORTANT ASPECT OF GOOD 
COMMUNICATION IS THE ESTABLISHMENT OF A 
PLEASANT ENVIRONMENT. TO SOME PEOPLE, 
THIS MEANS AN AIR-CONDITIONED ROOM WITH 
A JACUZZI AND AN UNLIMITED SUPPLY OF 
PEPPERONI PIZZA AND COKE. DID I MENTION 
THE BIG-SCREEN T. V. WITH EVERY EPISODE OF 
90210 ON VIDEO-TAPE? BUT THIS IS NOT THE 
ENVIRONMENT THAT WE ARE TALKING ABOUT. 
A PLEASANT ENVIRONMENT IS WHERE ALL 
INVOLVED FEEL THAT THEY SHARE THE 
RESPONSIBILITIES OF THE JOBS AT HAND. 
WHERE THEY FEEL THAT THEIR OPINION IS 
VALID AND WILL BE WEIGHED IN THE FINAL 
ANALISIS. AND, MOST IMPORTANTLY, WHERE 
THEY FEEL SAFE FROM THE OUTSIDE WORLD. 
HOW CAN A BANDROOM OR A 110 DEGREE 
FOOTBALL FIELD BE A POSITIVE, PLEASANT 
ENVIRONMENT WHERE GREAT COMMUNICATION 
TAKES PLACE ? LET'S FIND OUT. 
YOUR PERSONAL APPEARANCE IS CRUCIAL IN ACHIEVING 
THE FOLLOWING : 
1 .) GOOD FIRST IMPRESSION 
2 .) THE PERCEPTION OF YOUR SOCIAL & 
COMMUNICATION SKILLS 
1 .) AT THE BEGINNING OF REHEARSAL 
CLEAN & NEAT, READY TO WORK 
2 .) MIDDLE OF REHEARSAL 
SWEAT, SWEAT, SWEAT AND LIKING IT! 
IF YOU LIKE IT, SO WILL THEY 
3 .) END OF REHEARSAL 
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TIRED BUT INVIGORATED AS AFTER A GOOD 
WORKOUT. WHO CARES WHAT YOU LOOK 
LIKE IF WORK WAS ACCOMPLISHED • . 
IN ORDER TO COME ACROSS AS A MORE 
EFFECTIVE COMMUNICATOR, THERE ARE 
SOME THINGS THAT WE CAN DO WHILE WE 
ARE TALKING TO HELP OUR CUASE. 
1 .) INCREASED EYE CONT ACT 
2 .) MOVE AWAY FROM BARRIERS 
3 .) FACE YOUR AUDIENCE 
4 .) MOVE CLOSER TO THEM 
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THIS WILL ALLOW YOU TO COME ACROSS AS 
COMPETENT AND TRUSTWORTHY, AS HAVING 
SOMETHING IN COMMON WITH YOUR 
AUDIENCE AND, MOST IMPORTANTLY, THEY 
WILL LIKE YOU BECAUSE YOU SEEM TO BE 
ONE OF THEM, NOT JUST A DICTATOR GIVING 
ORDERS. 
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THE ANSWER OF COIJBSE IS "YES" BUT~ HOW DO 
YOU DO THIS WITBOIJT GE'ITfflG MEAN AND NA.STY 1 
HERE ABE SOME M.ETIIODS TO CONSmEB. 
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I .) DON'T GO INTO A SlnJADON 8UND, TBOIJROIJGIILY 'IIIINK 'IBROIJGII YOIJR 
ma OR OPINION AND KNOW WIIAT 'IBE OPPOSl'DON u GOIN(. TO FEEL ABOVI' YOIJ 
'IBOIJGDT OR ma. BUI' GO FARTBDl ~ TIIIS, 'l'IIINK TO YOIJRSELF DX TIIE'Y 
FEEL 'DOT ll'AY AND ADRE.u THAT POINT OR POINTS IN YOIJR ma. 'l'DEN LISTEN 
TO POSSIBLE OTHER ISSIJES AND BE ABLE TO ADDRF.sS TBEM. YOIJ WILL NOT ONLY 
SEE OTHERS VIEWS AND IJNDERSDND 'IBEM BUI' YOIJ ll'IU. GAIN TBE RESPECT OF 
OTBERS AND A LOT OF TIMES YOIJ ll'ILL CHANGE Dml ll'AY OF 'DilNKING • . 
Z .) IF YOll WANT TO ~ A P0'1'1N1'UL ARGIJMENT AGAINST WBAT YOIJ 
ARE SAYING 1 
INTRODIJCE A WEAK. FORM OF TOE PO'IEN'l'I.U. ARCiillMEI\T 
S'lll'IE IT, THEN PROVE IT WRONG 
S .) IF YOll WANT TO GENERA'IE SIJPPORT FOR YOIJR OPINION 
EXPOSE 'l1IE AllDIENCE TO 'l1IE 'IBREA'l'ENING OPPOSl'DON 
4. ) IF OPPOSING OPINIONS MU: UKD.Y TO ARISE 
ADDRESS THE EXACT ARGIJMENTS THAT MU: EXPECTED 
BD'ORE TIIE'Y ARE SPOKEN 
S .) IF YOIJ WANT TO INc:JIMSE TIIEIII ACCEPTANCE OF YOIJR OPINION 
81JPPORT YOIJR POINT Wl'l'II S EXAMPLES 
& .) IF YOll WANT TO CHANGE TREIB ATITIIJDE TOWARD TBIS TOPIC 
aEIA'IE 'l1DS TOPIC TO TBIS AllDIENCE 
7 .) IF YOll WANT TIIDI TO DO MnE'l'illNG 'IIIAT REqlJIRFS SIJBS'lllN'IUL 
INVOLVEMENT 
ASK. THEM TO DO IIOMEl'll.ffll-. &MAU. TBAT Po.u.LD.S '1BE 
ACIION 'YOll lJIDMATELY WANT 'DIEM TO "mKE 
a.) IF YOll WANT 'l1IDI TO MnE'l'BING TBAT 11.U NEC.A'IIVE ASPECTS TO IT 
MINl'ION ONLY THE POSITIVE OIU'.S. TIIEN .IFIEll '111D' AGREE 'l'EU. 
TUEM THE NEGATIVE PARTS OF TBE BARGAIN 
9 .) YOIJ WAI\T 'l1IIS GROIJP TO CIONCi:E, BIJ'I' '111D' MU: IRRATIONAL ABOUI' 
YOIJR REQllEST 
MAKE A RIDICIJLOllS EXTIIEME REqllFSI' 80 TIIE'Y WILL Plll.L Mc& 
AND ACl'llALLY COMPLY Wl'l'II TBE RE"80NOLE REQIJFSI' YOll UD IN 
lillND TO Bl'A.IN 1ITIB 
IL) YOll W.\.NT TO PERSllOE 
BE D'l'NDIIC AND ANDUTED 
